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IDEAS IN EDUCATION:
Editor's Preface

The second issue of Ideas in Education continues a series of annual
publications about ideas being developed, explored, and researched by
the faculty members and graduate students of the College of Education
of the University of Central Florida.
The articles included in this issue reflect research completed in the
areas of social science, visual arts, peer tutoring, and teleconferencing.
Additionally, several selections explore ideas related to cultural diversity,
homosexuality, gifted students, physiology of learning, teacher evaluation, and the importance of new technology in the education of
tomorrow's teachers.
This issue also includes dissertation abstracts from the work of the
students who completed their doctoral degrees under the University of
Central Florida/Florida Atlantic University Cooperative Doctoral
Program.
Each of these ideas, whether those of faculty or students, are shared
with the readers in hopes of extending the readers' thinking and their
willingness to communicate their thoughts with the authors. New
directions in education can only occur if a regular dialogue can develop
between professionals in the field. All too often , ideas are generated,
but not shared or challenged. Ideas which have not been presented for
examination and review cannot help the professional educator seek
better means of educating the var·ous groups of people within a society.
Ideas In Education attempts to provide a forum for the sharing and

challenging of ideas.
-Marcella L. Kysilka
I.
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GEO,G RAPHIC CONCEPTS AND SK1ILLS AS
BASIC COMPETENCIES FOR TEACHERS-I -TRAINING:
A RESEA RCH 'REPORT
1

Frederick Green and Wentworth Clarke
RATIONALE ..
Geograph"c concepts and skills have long been an important element
of socia I studies instruction. Deve llopment of these concepts and study
skills is i.m .portant if students are to be ab e to interpret the symbolic
representations of the earth or sections of the earth in order to better
understand the geographic nature of the world in which they 'live.
Through the use of 'm aps and globes, students can also be led 1into a more
comP. il ete understanding of historical events, scientific concepts about
the earth, and sociologica 1and economic relati:onships between people
of the world . .Furthermore,, a thorough proficiency in map and globe
skills is necessary to students, not only as they cont·nue in their
education,, but perhaps, more irn;portantl.y, as they become dtizens of
this vast and complicated world in which they will work, travel, make
important decisions, and l,ive out their 1ives.
1

1

1

rs

Granted,. then, that the study of map and globe ski
should be a vital
part of every .student''s education. But what are the 'i mplications for
teachers who must teach these ski Us?
ST ATE.MENT OF PROBLEM ..
We need to know if prospecfve e 'l ementary schoo[ teachers are
knowledgeabl1e in the area of geography skills for four very important
reasons. First, many states require that prospective
teachers pass assessment tests i:n order to receive thei1r teaching
certificates. Questions about geography skills are usualy included in
these tests. Do teacher training institutes provide enough knowledge
and practice in these important study skills and concepts to enable
prospecti,ve teachers to pass this portion of the assessment wi,thout
di.fficulty?

Second_, at the present time most geography skil'ls are taught ,i n the
e l .ementary schools . Thereafter, students are expected to be wel .1 -versed
in t ese skills and understandings. Instruction in them is usually
1
i ncidental and cursory. Are ele .m ·entary school teachers knowledgeable
enough about geography skills to be able to pass this necessary
knowledge a ~long to their students by the time they finish the sixth grade?
Next, if prospective teachers do have weaknesses in their understandi,ng of geography concepts and skills it i s important that teacher
4

tra1n1ng programs know what these weaknesses are in order that the
teachers might be better prepared in light of their deficiencies.
Finally, are prospective teachers' strengths and weaknesses changing
as time progresses? If so, can we anticipate these trends and work to
improve their deficiencies while maintaining their strengths?
METHODOLOGY.

In an at empt to answer these important questions, the present study
was conducted at the University of Central Florida. The purpose of this
research was to determine if student teachers have weaknesses in the
area of geography study skills, and related concepts, and if so, to
determine what those weaknesses might be. It was felt that a knowledge
of possible weaknesses would have implications for changing
the Social Studies methods courses for prospective teachers.
The sample population consisted of six hundred thirty-two elementary
education majors, with the majority being in their junior year at college.
All students were enrolled in the second of three internship experiences
in the public elementary schools. The students attend their assigned
schools four mornings each week for ten weeks, at which time they must
teach one unit in Social Studies, as well as other assigned units. During
these same afternoons, students attend classes at the University, one of
which is a Social Studies methods class.
During the academic years from 1979 to 1984, elementary students in
twenty seven sections of the above-mentioned Social Studies classes
were given the Nystrom "Map and Globe Skills Diagnostic Test," a
criterion-referenced test devised by Daniel R. Marken and Paul Bushue
of Seattle, Washington. Classes were tested atthe beginning of the Fall or
Spring semesters.
The Nystrom instrument consists of sixty-nine questions which are
arranged in twenty-three clusters according to the types of skills to be
attained. Success with the instrument assumes a working knowledge of
simple geographic concepts. Remedial lessons called "Where and
Why?" can be obtained from the authors. These contain instruction in
various activities designed to enhance knowledge in the skil clusters in
which the students evidence weaknesses.
The perspective teachers for the 1979-1984 school years were
compared. Frequencies for each year were computed and analyzed by
individual test items. Then these items were compiled into appropriate
skill groupings for comparison purposes. These tests were later analyzed.
using a standard T-test to detect significant differences between the 83
and 84 year samples as well as a comparison of the 80 to 83 totals versus
the 84 sample.- All answers were machine graded, recorded and ana yzed
5

using an IBM 4341 computer equipped with A Statistical Package for the
Social Sciences - X Version.

ANALYSIS OF RES UL TS .
There were several methods used to analyze test results. Frequencies
were run on the 80 thru 84 adacemic years, they were then combined
with separate runs for the 83 and 84 academic years. Th"s provided a
composite picture of the past five years and a comparison of this year (84)
versus last year (83). Frequencies were first run on individual test items.
Then,, combined into "skill catagories" to show which groups were most
often missed.

Four T-Tests were also performed on the raw data presented in the
study. F"rst,, academic years '80 thru '83 were computed against 1984 and
second y,,1983 was compared to 1984. Both grouping comparisons were
used for individual test ·terns as wel as skill groups.
The next step was to examine test items to determine the"r difficulty
level, for the purposes of comparison. It was determined that a 40%
incidence of failure on test items as well as skill area questions would
indicate a strong weakness in those particular areas. Table 1 (see pg. 7)
shows the l.isting of test items most often ·missed. Of the 69 items, nine
were missed by .m ore than 40% of the sample population.
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Table I
1.

Rank Listing Of Nystrom Test Items Missed By More Than 40% Of The
Sample Population. (Comprehensive Scores, 1979-1984) (N=632)

Test
Item
No.

31

32

49
47

46

48
64

59

51

Skill

% of
Students
Missing
Item In
Accumulated
1980-84
Total (N=484)

Discriminate between
world maps and globes
for determining shape
and size.
Discriminate between a
world map and globe for
finding distances and
direction.
Identify the Source of
a river on a map.
Differentiate Between
up-stream and downstream of a river
on a map.
Use contours of a
map to determine
direction of flow
of a river.
Identify the mouth
of a river on a map.
Compare the Climates
of selected cities on the
basis of differences in
latitude and elevation.
Identify revolution
and the earth's tilt as the
cause of seasonal
changes.
Identify and use a
map legend to determine
the meanings of selected
symbols (state or provincial boundaries}

% of
Students
Missing
Item On

1983-84

Accum.
Total
For

Rank
Order
For

Rank
Order
For

1979-84
(N=632)

1979-84

1984

Testing

(N=143)

77.3

72.0%

79.6

1

2

75.6

74.8

75.9

2

1

61.6

63.6

63.6

3

4-5

61.2

63.6

63.6

4

4-5

60.5

61.5

62.3

s

6

60.7

68.5

61.0

6

3

58.3

59.4

59.8

7

7

47.3

42.0

46.8

8

8

37.0

41.3

38.6

9

9

7

As can be seen from Table 2, the most difficult skills were pertaining to map and globe
study. These students were asked to discriminate between a world map and a globe for
determining shape and size, as well as using a globe or map for finding distances and
direction. In other words, these students did not seem to understand the relative merits of a
world map as compared to a globe, and they did not seem to know which could more
effectively be used for determining sizes of continents, or distances from one point in the
world to another.

Table 2
2. Rank listings of Nystrom Test items missed by more than 40% of the
sample population. (Comprehensive scores, 1979-84) N=632.
Skill
No.

Skill

% of

% of

Students
Missing
Item Jn
Accum.

Students
Missing
Item On
1983-84

1980-84

Testing

Total

(N=143)

Accum.
Total
For
1979-84
(N=632)

Rank

Rank

Order
For
79-84

Order
For
1984

(N=484)
11

12

20

17

22

19

Discriminate between
world maps and globes
for determining
shape and size.
Discriminate
between a world map
and globe for finding
distance and direction.
Identify revolution
and the earth's tilt as
the cause of seasonal
changes.
Identify the mouth
and source of a river on a
map. Differentiate
between upstream and
downstreams, and use
contures to determine
direction of flow.
Compare the climates
of selected cities on the
basis of differences in
latitude and elevation.
Use the terms rotation
and revolution to distinguish between the
earth's daily and yearly
movements. Identify rotations as the cause of
day and night. sunrise
and sunset.

77.3

72.0

78.9

1

1

75.6

74.8%

74.4

2

2

66.3

59.4

66.8

3

5

64.9

65.7

61.5

4

3

62.2

63.6

61.7

5

4

38.6

41.3

40.0

6

6

8

The third and sixth most commonly missed skills during the 1979
through 1984 academic years dealt with problems in understanding the
identification of the earth's tilt as the cause of seasonal changes, as well as
understanding the results of the earth's revolution and rotation. The
earth's daily and yearly movements were not clearly understood by a
wide portion of the sample.
The Next most difficult tasks involved identifying the mouth and sauce
of a river on a map, differentiating between upstream and downstream,
and using contours to determine the direction of flow. All four test items
pertaining to these ski Is were missed by the majority of students.
The fifth area of weakness determined by this study involved comparing
the climates of selected cities on the basis of differences in latitude and
elevation.
Taking the data one step further, examination of the T-Tests showed
some surprising results. There were seven test items which showed a
significant rise or fall in their priority. These test items related to three
skill groupings. Of these skill groupings only one, skill #20 was rated in
the most frequently missed category. Table 3, (see pg. 10) shows the test
items and Table 4, (see pg. 10) shows the skill groupings along with the
level of significance associated with each item.

9

Table 3
3. Test items or skill group associated with the level of significant change.
Test
item
No.

10

18

25

26
27
28

42

48

60

61

Skill

Estimate of
stated
Probability

T-value
80-83
Versus 84
Samples

T-value

83 versus
84 Samples

Estimate
of stated
Probability

.025

Name and properly
-2.25
orient the main directions in relation to one
another.
Name and orient the 4
intermediate directions
in relation to o'le another.
dentify lines of latitude
-4.25
and match synonym
(parallel).
-3.42
-4192
Identify lines of Iongit• 1d and match synonym
(meridan)
-3.48
Correctly identify the
names of the four oceans
and seven continents
on an outline map.
Identify the mouth and
2.34
source of a river on a map.
Differentiate
between upstream and
downstreams, and use
contures to determine
direction of flow.
Identify revolution and
the earth's ti.It as the
cause of seasonal changes.
Compare time diffen-2.01
rences by using
longitude.

2.27

.025

2.14

.034

- 2.20

.029

.000

.001
.000
.001

.020

.045

Table 4
4. Test skill groups associated with the level of significant change.

Skill
No.
Skill

T-Value
80-83
Versus 84
samples

Estimate of
2-Tailed
Probability

8

Identify lines of latitude -4.57
and match synonym
(parallel).
9 Identify lines of
-4.97
longitude and match
synonym (meridian).
20 Identify revolution and -2.17
the earth's tilt as the
cause of seasonal
changes.

T-Value
83 versus

84

Estimate of
2-Tailed
Probabi l i t y

samples

.000

.000

.031

10

-1.99

.047

A major item worth noting is a comparison of the skills with a
significant level of change versus their rating on the most frequently
missed skills list. As you wi II note, only ski II #20 appears on both lists. All
other skills which were frequently missed were steady in their low level
of performance over the past 6 years. An analysis of this can be seen 1n
Table. 5

Table 5.
5. Skill areas missed by 40% or more over a six year period along with their T-Value and
estimated Probability for all class samples.

Skill
No.

Skills

11 Discriminate between
a world map and globe
for determining shape
and size
12 Discriminate between a
world map and globe
for finding directions
and distances
20 Identify revolution and
the earth's tilt as the
cause of seasonal
changes.
22 Compare the climates
of selected cities on the
basis of differences in
latitude and elevation.
17 Identify the mouth and
source of a river on a
map. Differentiate between upstream and
downstreams, and use
contures to determine
direction of flow.
19 Use the terms rotation
and revolution to distinguish between the
earth's daily an yearly
movements. Identify
rotation as the cause
of day and night., sunrise and sunset.

% of
Students
Missing
Items
79-84

T-Value

Estimated

Probability

78.9

-1.71

.089

74.4

-.26

.794

66.8

-1.99

.047

61.7

1.14

.254

61.5

1.30

.195

40.0

.42

.673
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CONCLUSIONS.

What are the implications of th·s study? The data indicate that the
average elementary education major in the samp e studied does not
have a complete grasp of knowledge about map and globe skills and
accompanying geographic concepts, and in fact, shows major weaknesses
in six of the twenty-three skill areas that are tested on the Nystrom
instrument. This might be due to shortcomings .i n the early education
programs. Whatever the cause, ·t seems likely that we must increase the
proficiency of teachers in training regarding map and globe skills if
indeed, they are to be more able to provide activities and experiences for
their students which wil enhance the necessary map and g ' obe sk.1Js ..
Teacher education shou d focus on the s·x above-mentioned skil areas,
and could take place at both the pre-serv·ce and ·n-serv·ce leve s . At the
preservice level, perhaps it could take form of a geography course for
education majors, whereas inservice training might consist of a
condensed course of map and globe ski Is.
f offering a new geography course at the preservice level is not a
possibility, perhaps the present study can serve as a model for a viable
alternative. At the beginning of a required social studies course for
education majors, the Nystrom instrument, or one like ·t, can be
administered to students. Remediation in the skills areas ·n which
students are weak can then be a requirement of the course. At the end of
the course, the same test can aga·n be administered, this time counting as
a portion of the student's total grade. Perhaps the added incentive of
working for a grade would serve to close the gap even further between
the map and globe study skills one brings to the course, and those
acquired as a result of it.
As can be seen from the statistics presented, in the majority of cases
there has been no significant change in student results on the Nystrom
test for the past six years. Th is seems to be indicative of the fact that there
are constant weaknesses appearing over an extended period of time.
Either of two possibilities exist, first, the skills themselves need to be
looked at and a decis·on made as -to their relevance to geography, or
measures need to be taken to improve these deficiencies.
It needs to be noted that some skills, (see Table 5) are continuing their
decline from bad to worse. The three most frequently missed skills are
slowly becoming more so. This points toward a growing concern for
instruction .i n those weak areas.
f we, as educators, feel that a knowledge of map and globe skills is
important in this world of rapid communication, global transportation,
increased pollution, and ever-changing social, political, and physical
boundaries, then we must be certain that our elementary school
teachers are adequately prepared to teach them.
12

SKltLS FOR THE ELEMENT ARY ART TEACHER
Virginia Barr-Johnson, Ph.D.
The purpose of this study was to survey what preservice and inservice
elementary classroom teachers think they need to know about art
processes and the skills they should possess or acquire in order to teach
art to their students. Even though educators agree that art should ideally
be taught by art specialists, many elementary students must depend on
the elementary classroom teacher for all of their instruction in art. Exact
statistics are difficult to obtain, but according to Underman's findings
(1979) ninety percent of elementary art in American schools was being
taught by the elementary classroom teacher. About fifteen to twenty
percent of this group had the benefit of art specialists as helpers to the
classroom teacher, the remaining ten percent had art specialists as
teachers, but the students met with the art teacher anywhere from twice
a week t once a month.
Acting on this information, the Ii erature was reviewed to determine
what art educators thought about who should teach a rt in .the elementary
schoo and wha that teacher needed to know about art. Four patterns of
art education were described by Sawyer and defrancesco (1971): (1) art
teaching by an itinerant specialist who goes from school to school;(~) art
teaching by a resident specialist with responsibility for only one school;
(3) art teaching by the classroom teacher with the specialist act ing as
consultant; and (4) cooperative art teaching by both classroom teacher
and art specialist. In the last category, he classroom teacher's role is to
coordinate art lessons with learning activities in other areas in order to
crea ea crossdisciplinary experience for the chi d. This arrangement was
favored by Sawyer and deFrancesco because they felt the classroom
teacher could bring to the child's art education a personal understanding
that the art specialist could not have; a knowledge of his immediate
needs, abilities, skills and attitudes, a·s well as the balance and continuity
of his total learning.
Gaitske11 and Hurwitz (1970) asked the quest· on , "Who can teach ar ?"
and responded" any teacher who has sufficient ability, tact, and liking for
children." They indicated a need for the teacher to acquire some
knowledge of pictorial composition and other forms of design and some
ability to use such media as paint, wood, and clay but they felt it is
poss·bre for a proficient teacher in an elementary classroom to be a
capable teacher of art.
How do we define a classroom teacher of art? Linderman and
Herberholz (1974) stated that an art eacher (a classroom teacher who
teaches art to his pupils) is someone who can translate the essence of art
into the sort of information that children can absorb at their particular
level of development. The teacher should have a supreme interest in
13
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children and a stror,1g desire to learn enough about art himself to be able
to teach it with confidence and skill. "The creative teacher places first
emphasis on encouraging in his students options for self-discovery,
through media exploration, subject search, earning to evaluate and
knowing what to look for in art"(p. 10).
Not withstanding the ideal situation where an art specialist is the art
teacher, and an artist would seem the most logical person to teach art,
Lowenfeld and Brittain (1975) concluded that a classroom teacher might
seem better equipped than an artist to be close enough to the child each
day to ascertain his developmental level and to perceive the individual
child's need. They wrote, "Whether or not a person work"ng wi h young
children calls himself an artist or a teacher may be incidenta ... what is
needed is a person who is warm, friendly, and democratic, someone who
wants to help children develop their own concepts, is genuine y
interested in what children paint, and has no preconceived notions of
what each project should be like (p . 97)."
Thus, the experts in art education agree that while an art specialist to
teach every child would be an ideal situation, the classroom teacher
possesses many attributes to become a successful teacher of art, but they
concur that these teachers must acquire some art skills and some
knowledge about art processes and art appreciation in order to help
children learn through the activities and experiences embodied in art.
This study asked prospective and practicing elementary classroom
teachers what they thought they needed to know in order to each art to
their students. What were they lacking? What did hey know already?
What did they value in art? If they lacked the skill, did they plan to
acquire it, and did they plan to teach it to their studen s?
METHODS AND PROCEDURES
One hundred eight university students enrolled in required for state
certification undergraduate classes (ARE 4313, Art in the Elementary
School) completed questionnaires inquiring about a wide variety of art
activities and experiences. These questionnaires were administered at
the beginning of the course before the students were introduced to the
art processes and skil s. The respondents checked the .. following
statements: "Not needed," "A ready have this skill," "Need to learn
more," ''Plan to teach to students," and "Need to know for myself," in
respect to these ten categories: Drawing, Painting, Printmaking, Fiber
and Fabrics, Metals, Sculpture, Lettering, State/Costume Design,
Photography/ Audio-Visual, and Art Appreciation. These categories
were further subdivided into a total of 48 processes and skills involvin g
different media and activities.
The data were analyzed and placed on linear graphs showing
percentages of respon_ses 1n each category. Linear graphs were not
14

completed for the column "Not needed" as it was only slightly
responded to by the preservice and inservice teachers, and for the
column "Need to know for myself" which correlated with "Need to
71
learn more in a large number of ins ances. More than one co umn
could be checked under each of the processes and skills.

ANALYSIS OF DATA

In Figure 1, (see pg. 16) "Already have this skill." the highest
percentages appears in Lettering and the lowest in Metals, with 2 percent
in Wire and less than 1 percent in Enameling and Jewelry. Under
Lettering, Murals rated 13 percent, Posters and Bullefn Boards, 30
percent each.

The highest percentages of felt needs appears in Figure 2, (see pg. 17)
"Need to know more," with a range of 42 percent to 80 percent over all
ten categories. The highest needs to know were in Sculpture and the
lowest in Fiber and Fabrics. In Drawing, the subdivisions of Figure
Drawing, Portrait, Landscape, Still Life, Animals, Perspective and
Cartooning had a narrow range with all responses from 60 to 66 percent
needing to know more. However, in Painting; Tempera rated 65 percent,
Watercolor 56 percent, Acrylic 63 percent, and Fingerpainting only 43
percent. Art Appreciation received ratings of 55 percent for Art History,
58 percent for Art Criticism, 61 percent for Art Evaluation, and 55 percent
for Art Competition or Art Judging.

"Plan to teach to students" Figure 3 (see pg. 18) rated lower overall
than "Need to know more." Fingerpainting rated a high of 66 percent
and the low was 9 percent in Fashion Design. The drop from "Need to
know more" to "Plan to teach to student," averaged from 20 to 30
percent.
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Figure 1
Percentage of Response to u Already have the skill''
1o·x.
DRAWIN G
Figure drawing
Portrait
Landscaee
Sti II Life
Animals
Perspective
Cartooning
PAINTING
Tempera
Watercolor
Acrylic
fingerpainting
PRINTMAKING
String and
Cardboard
Glue
Gadget
Linoleum /Woodcut
Stencil
FIBER AND FABRICS
Weaving
Embroid e r y
Batik/Tie Dye
Macrame

30'X,

####
###
#####
######
. ######
##########
#######
###########
##################
#####
#################################

###########################
##############################
#######
#######
##################
######
#########################################
###########################
##################################

METALS
Wire
Enameling
Jewelry

####
#
#

SCULPTURE
Clay
Plasticene
Styrofoam
Wood
Plaster
Cardboard/Paper
Mobiles

############################
####
##########
#####
#######
#####################
#################################

LETTERING
Posters
Murals
Bulletin Board s
Calligraphy

######################################
##################
########################################
##############

ST AGE/COSTUME DESIGN
Fashion Design
Stage Sets
Masl<s
Puppets
Marionettes
DiQram~s

PHOTOGRAPHY I AUDIO-VISUAL
Movie Making
Photograph
Light-Sound Shows
Computer Graphics
ART APPRECIATION
Art History
Art Criticism
Art Evaluation
. Art Compet1t1on

...

####
#######
##########
· #########################
######
#######
####
#######################
#
###
#####################
######
########
######
. .
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40 .Yc,

Figure 2
Percentage of Response to "Need to Learn More,,
30(Yr.
10'Yr,
80 •,,
40'Yr.
so·x.
60'7.,
DRAWING
Figure drawing
Portrait
Landscap
Sti II Life
Animals
Perspectiv
Cartooning
PAINTING
Tempera
Waterco l or
Acrylic
Fingerpainting
PRINTMAKING
Str in g and
Cardboard
Glue
Gadget
Li no I e um/Woodcut
Stencil
FIBER ANO FABRICS
Weaving
tmbrmd ry
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Figure 3
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RESULTS
The survey (Table 1) shows a definite perceived need of the preservice
and inservice teachers to enhance their own art skil ls and to increase
their own knowledge about art in order to be more confident in the
classroom teaching art and to be able to enrich the ir students' learning
experiences through art.

Table# 1
ART SURVEY
Certification for I m n ary t
her includ
RE 4 13 Art in Elementary
School. Which art skills and art process
do you n
to know about in
order to teach art to your ele entary students?
Ir ad

Not

i

DRAWING
dr wing
igur
Portr it
Landscap e
Still Life
Animals
p r p cti
Cartooning

PAINTING
T mp r
Watercolor
Acrylic
Fing rp inting

thi

h v

k i 11

N

I

r

to
mor

h
Pl n to t
d to Know
nt
tu
for m ysel f
t

.037
.159
.083
.046
.046
.037
.074

.037
.018
.046
.046
.046
.083
.055

.500
.600
.629
.629
.638
.620
.657

.416
.287
.305
.351
.490
.370
.314

.342
.281
.305
.287
.324
.287
.259

.037
.009
.074
.009

.092
.157
. 037
.259

.648
.564
.629
.435

62
.592
.324
.666

.203
.222
.203
.120

.000
.000
.037
.101
.046

.231
.222
.046
.064
.138

.462
.435
.592
.574
.620

.592
.481
. 05
.2 59
.388

.166
.111
.176
.194
.166

.111
.129
.083
.101

.046
.314
.194
.240

.648
.426
.490
.500

.314
.166
.388
.287

.194
.212
.235
.250

.129
.194
.157

.027

.620
.555
.564

12

.009

.129
.231

.240
.268
.314

.009
.055

.212
.027

.555
.73 1
.68 5
.685
.657
. 100
.537

.592
.212
.398
.240
..... 87
.47
. 546

.203
.194
.166
.157
.129
.138
.157

PRINTMAKING
String nd
Cardboard
Glue
G dget
Linoleum/Wooc

It

Stencil
F!BER AND FABRICS
Weaving
Embroidery
Batil<. / Ti
Dy

Macrame
METAL
Wir
Enameling
Jewelry

SCULPTURE
Cl y
Plasticene
Styrofoam
Wood
Plaster
Cd rd

M

()

bil

rd / P..ip r

..

.009

.027

.074

.074
.064
.0 7
.00

.03 7
.064
.1 7
.231
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~

!Not d
LETTERING
Po ster s
Mura l s
Bulletin Bo ar J
c lli g rap y
STAGE/ COSTUME
DESIGN
as h ion D es ign
StagP ~0 t s ""'·~·

Masks
Pu pp t
Marionettes
Dioramas
PHOTOGRAP HY
/AUD IO-VISUAL
Movie Making
Photographs
Light-Sound Show
Comput r Graphics
ART APPRECIATION
Art History
Art Criticism
Art Evaluation
Ar Competition

j

Ir ady h
kill
thi

N

d

.

l P I n to t a h
I arn mar
to tu
nt
f
0

to Know
ys If

.009
.018
.037
.11

.305
.128
.305
.092

.481
.500
.435
.574

.5 64
.537
.435
.185

.222
.194
.287
.324

. ~5

.537
29

.092

__ so

.22_
0

.03 7
.000

.0 7
74
.092
.194

.Ot34

.U4b

.084

.055

.629
.546
.583
.600

.462
.564
.287
.333

.166
.138
.166
.148

.203
.1 11
.157
.129

.027
.1 57
.629
.657

.564
.518
.629
.65 7

.166
.296
.129
.296

.259
.240
.222
.351

.037
.084
.046
.101

.129
.055
.074
.046

.555
.583
.611
.555

.314
.203
.287
.185

.277
.287
.296
.268

.l ; 4

OTHER
"Ceramics'
"Pastels
"Drama/ Acting
"Oral Interpretation"
'Poetry"

COMMEN S:
"I have jnsufficient background in art to respond with more
variety.
'I guess veryone n eds to ~Lart somewhere. I am at the ready to
learn stag .
"I need o learn more before I teach."
"I like th idea of teaching a wide variety of art processes and art
skil ls but I need to know more before I can teach these skills. I
would al o like to learn a lot of these skills for myself."
I hav htJd a few touch-and-go experiences with some of these
areas but I f el I couldn't teach any of them effectively."
'I definitely need to know more on most of these subjects. I also
plan to teach them to my students. I believe that these are very
necessary."
1
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Some of the responses clearly indicate the kinds of art experiences the
responden s themselves experienced in the classroom when they were
in efementary school. For example Fingerpain ing Buiietin Boards and
Embroidery rated the lowest in 'Need to learn more. In Sculpture,
Plasticene r ceived the highest rating on the qu stionnaire with 73
percent needing o know more presumably becau se they did not relate it
to the more familiar designation., Modeling Cfa y . In the same circumstances, Calligraphy was not perceived as a usefuJ form of lettering in the
classroom and only 18 percent stated they would 'Plan to teach to
students" that skill. Fashion Design was rated very low with only 9
percent finding it useful o teach to students. Unfortunately, the Art
Appreciation Skills of knowing about Art History Art Criticism., Art
Evaluation and Art Competition or Judging scored very low in he "Plan
to each to students' ca egory wi h only 18 to 31 percent valuing those
skills.
In the ' Need to know for myself" column the highest rating was in
Computer Graphics with 35 percent responding a reflection of the
current trend toward use of he computer in the schools. Some of the
consis en ly higher ratings in the " Need to know for myself" appeared in
the Drawing categories. The present emphasis on the right side of the
brain experiences in the classroom and the response to their importance
in educating the whole child have made the teachers aware of drawing as
an alternate means of expression. Figure Drawing ranked the highest
with 37 percent and Car ooning the lowest with 28 percent; these being
he highest overall in all of the categories.

DISCUSSION
Preservice and inservice elementary classroom teachers do sense a
need to become teachers of art. They are very insecure in their present
skills and knowledge of art; they recognize a need to learn more and
even want to acquire some of the skills for personal reasons· but they still
do not plan to teach as much art in their classrooms as would probably
benefit the child. Much of the work that students do in elementary
school involves the same kinds of activities that exist rn art but the
teachers do not perceive them as being art activities. Social studies,
language arts, natural science., mathematics, and reading and writing
experiences encompass many activities that are art oriented. Project
Implode (1971) explored interdisciplinary experiences wherein each
child's multi-talents were developed. Divergent convergent and evaluative productive thinking were recognized· creativity planning communication, forecasting and decision-making skills were fostered. Many
art-related activities were incorporated in helping the children o
develop their fullest intellectual capacities.
ducators
ner (1983) and Day (1979) have pointed out the need to
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ge all th
n
s of the child in learning. The connection be ween
nses and the mind is a unified one and the 'sensing and the
· minding go h n
in hand. Each of the senses help the child to form
1n1ag s with art b ing a means of helping the child to engage all of the
n
in learnin g and expression. Sensory qualities enable him to move
fron1 onception of his physical world to representation of it.' Creative
vvork in g involv m nt requires a focusing which is given by the individual
in pos1t1ve re pan
to hi·s environment" {Montgomery, 1983, p. 188).
Soni element r y c la ssroom teachers, in their concern for avoiding
rn i _L.1 k
in t
~ in
art) fail to provide any kind of guidance and the
( h i IL
uH r
l
consequence. The schools in
ew Zealand are
· trt·n1 ly d di
t d to engaging the child in art and art is considered a
n
sary and 'North·Nh ile part of the curricu lum. Their rationale i s as
fol l ows: The v i sual images of children are spontaneous and unselfon cious re pan es to their immediate experience, though often in
terms compared with adult statements. However, to assume that
rens artistic growth will occur naturally is a misconception. Development in art r quires stim ulation and guidance, or there will come a
tim _ when t h er
is a distinct gap between young people's need to
xpr ss "se lf ' and their ability to do so. The teachers responsibility is to
ncourage all pupils) at every level, to make personal statements in visual
1orm and to equip all pupils with the ski Ifs to make those statements and
to judge the quality of their own work {New Zealand Department of
Edu ation 1978, p. 52).
This st udy raises some questions about the amount and quality of the
trai ning ele1nentary classroom teachers are provided in their own
ducation prior to entering teacher education.
Th best tea h rs of elementary art, whether classroom teacher or
p
i I art consult nt , are creative, innovative, and adaptive people.
h
work har ,. to understand the basic premises, techniques, and
(
luative proc
s of the creative act; they learn how to organize
r i t rials tool .
ce, and time schedules to produce exemplary
· ork ing conditi n in classroom or art room) and they structure and
in1pl n1ent th ,ut program to meet the present and future needs of their
tud nts. They nrich the lives of their pupils through daily experiences
in some phase of rt discovery ... in their enthusiasm, which they display
uns lfishly_, th y
ncourage the youngsters to open their eyes to the
d sign color forn1, rhythm, texture, balance., and pattern in the world
roun
them in both natural and ~an-made wonders (p. 29).
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A STUDY OF PEER TUTORS USING
THE NEUROLOGl ,C AL IMPRESS METHOD
Elizabeth Mc Allister, Ed.D .
University of Central Florida

STUDY OVERV.I EW
The purpose of this study was to determine the efficacy of using the
neurological impress method in peer tutoring during reading instruction.
Ten sixth graders were taught by the reading specialist to implement
the neurological i.m press method while tutoring ten fourth graders in
reading. These tutors were selected by the dassroo m teachers on the
basis of ability) personality, independence and dependability .. The fourth
graders were selected by the classroom teachers on the basis of reading
disability, desire to learn to read and dependability.
0f the ten fourth grade subjects, there was a range of abilities ' LQ ..
i86-112_,. based on the Peabody Picture Vocabulary Test. Before treat ment,
the range of reading abil: ,i ties was 2.0 to 3.5 in sHent reading and 2.0 to 4.0
in oral reading. The mental age range was 7 ..3 to 9.5; whereas, the
chronological age range was 9.5 to 10.9.
1

1

1

1

Each sixth grade tutor employed the neurological ·mpress me hod
w1
i th one fourth grade student, 15 minutes daiJy for 12 consecutive
weeks .. Both tutor and tutee signed a contract agreen1ent and checked in
with the researcher on a dai:ly basis. The researcher was present during .
each tutoring session.
The materials used were library books chosen by the fourth grade
students. Each student averaged compl,eting one to two books weekly a s
com,pared to one to two books per month before th 1is program began.
Statem1ent of _the Problem
With the .increase in class size, teachers find it difficult to give enough
one-to-one assistance during reading instruction. Many students fall
behind simply because of th"s lack and as they flounder, self-confidence
suffe.r s. This, then_, compounds the a 'ready frustrating prob:lem of having
dUficuJty reading~ Thus, there seems to he a need to r ,e ach pupi:ls wi;th
help other than the teacher who is already split thirty ways.
Significance of the Study
Ways need to be found to .m eet the needs of individual students. f
peer tutors can be trained to assist in a .m ,eHorating this problem, it should
be m!ade known., Every teacher can use extra hands in order to better
utHize time in direct instruction. It se,e 'm,s that needed practice and
reinforcement can be afforded pupils through the use of tu ors.
Limitations of the Study
Due to scheduling problems, only ten sixth graders were avail;able for
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this study. Thus, only ten fourth graders were able to avail themselves of
this opportunity.
THE NEUROLOGICAL IMPRESS METHOD

The neurological impress reading method is
unison reading
procedure in which the student and teacher or tutor read aloud
simultaneously and quickly. It is especially suitable for students who
have not profited from intensive phonics instruction during the primary
grades.
The teacher and reader jointly hold the book. The student is placed
slightly in front of the teacher so that the teacher's voice is directed into
the student's ear at close range as they read the same material in unison
(Trela, 1977).
This approach to reading is spontaneous, and as few pauses as possible
are made dur·ng this reading process. The teacher attemps no sound or
word recognition instruction and the student is not corrected at any time
but is encouraged to refrain from stopping on difficult words.
It is recommended that the method be used in fifteen minute sessions: a
minimum of twelve hou s work over a period of three months.
REVIEW OF LITERATURE

The first researcher and developer of the neurological impress
method (NIM) was R. G. Heckleman in 1952. e used the method with
high school students who were disabled readers. The first ninth grade
student employed the method for three months and after 12 hours her
reading level increased three grades, from 3.0 to 6.0. Later, six tenth
graders used the NIM method for 10 minutes a day for 12 hours resulting
in a mean reading gain of 2.2 grade levels.
Since Heckleman's introduction of the neurological impress method,
other studies with elementary age students have occurred using modified
forms of that technique. Some of these modified forms are the echo
reading (Montieth, 1978 and Schneeberg, 1977)· verse choir (Provenmire, 1977); and read-afong tapes (Schneeberg, 1977 and Montieth
1978).

The neurological impress method has been successfully used with
learning disabled students at elemen ary and secondary levels (Oliver,
1979 and Stinner,1979). Both studies yielded significant gains in word
recognition and comprehension. In Stinner s study sixth grade tutors
were used to work with fourth grade students.
Information regarding the feasibility of using the NIM technique in
developmental reading classes with peer tutors has not been collected.
Thus this study was conducted to examine this possibrity in reading
instruction.
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COLLECTION OF DATA

The instruments used in this study were the Peabody Picture
Vocabulary Test the Silvaroli Informal Reading Inventory, forms A and B
and the Houghton Mifflin Silent Reading Placement Tests.
The Peabody Picture Vocabulary Test was used to determine a Mental
Age and 1.Q. measure based on functioning vocabulary. Since vocabulary
ability is a natural indicator of reading ability this test was assumed to be
adequate for the purpose of this study. From this I. Q. measure, each
child's Reading Expectancy Level could be computed using the Bondword Recognition Expectancy Formula. This information was used to
determine how much growth might be expected.
Prior to treatment the Silvaroli Informal Reading Inventory , form A
was administered to each child in order to obtain oral reading level s in
word recognition and in comprehension. Form B was used as a posttes
after treatment.
The Houghton Mifflin Silent Reading Placement Tests were used after
treatmen as a comparison to the oral tests and to facilitate correct
placement in the basal reader that was used by the school.

ANALYSIS OF DATA
Table 1 presents the Chronological Ages and the computed Mental
Ages, 1.Q., and Reading Expectancy Levels of each fourth grade student.
TABLE 1

Student Chronological Ages,
Mental Ages,, 1.Q., and Reading Expectancy Levels
Student

C.A.

M.A.

l.Q.

R. E. L.

1

9.9
10.9
9.5
9.8
10.9
9.7
10.0
10.2
10.4
9.8

9.5
7.7
7.3
8.1
9.5
9.0
8.4
8.6
8.10
7.11

96
100
93
112
86
102
87
88
98
99

4.6
4.8
4.5
5.2
4.2
4.9
4.3
4.3
4.7
4.7

2

3
4
5
6
7
8
9
10

These ranges in Chronological Ages, Mental Ages and 1.Q. measures
are: C. A., 9.5-10.9; M.A., 7.3-9.5; and, 1.Q., 93-112. According to the
Reading Expectancy Formula,, each student should be reading at least on
grade level.
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The initial reading levels are shown in Table 2. The range of ability in
silent reading was 2.0-3.5. The range of ability in oral reading is given in
two areas, word recognition and comprehension , which are: W/R, 2.04 ..0; and, C , 2.0-3.5.
TABLE 2

Initial Reading Levels
Oral

Student

W/R

c

Silent

2.0

2.0
2.0
2.5
3.0
2.0
2.5
2.0
2.0
3.0
3.0

2.0
2.0
2.5

1
2
3
4
5
6
7
8
9

3.0
3.0
4.0
3.0

10

2.0

2.0
3.0
2.0
3.5

3.5
2.5
2.5
2.0
2.5
3.0
3. 0

Posttests resu il ts are recorded on Tabl.e 3 . Alternate for ,m s of the initial
tests instruments were adm ,i nistered to each fourth grade student in this
program.
TABLE 3

Posttest Results
Oral

W/R

c

Sil'e nt

1

3.0

3.0

2
3
4
5
6
7
8
9

3.0
3.0

3.0
3.0
3.0
4.0
4.0
4.0
4.0
3.0
4 .0
3.0

Student

10

5.0
5.0
4.0
5.0

5.0
5.0
3.0

3.0
3.0
4.0

3.5
3.5
3.5
4.0
4.0
3 . .5

Each student showed gains in some areas. Only two students failed to
gain one area: Student 3 evinced 0 gain in oral word recognition; and
Student 10 showed 0 gain in oral comprehension. However, both of
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these students gained in other areas. The least amount of gain was .5 (5
months) to 3.0 (3 years) reading growth. Student 4 gained three years in
oraf word recognition (word lists) only. The highest gain in comprehension was 2.0 (2 years) and in silent reading, 1.5 (one and one half
years). These results are rPcorded in Table 4.
TABLE 4

Reading Gain After Treatment

Ora1
Student
1
2

3
4
5
6
7
8
9
10

W/R

c

Silent

1.0
1.0
.0
3.0

1.0
1.0
.5
1.0
2.0
1.5
2.0
2.0
1.0
.0

1.0
1.0
.S

1.5
1.0
2.0
1.0
2.0
1.0

.5
1.0
1.0
1.5
1.5
1.0
.5

CONCLUSION

Based on this study, it is felt hat the neurological impress method does
show promise as a tutorial technique in the developmental reading
program. Also, use of peer tutors is a viable alternative to the crowded
classroom problems which prevent enough one-to-one instruction.
However, more studies should be replicated along this line. The sample
size prevents didactic generalizations to other students in
other situations.
SUMMARY
This study was conducted in order to determine the effectiveness of
the use of the neurological impress method by peer tutors in a reading
ituation.

Ten fourth graders received treatment administered by ten sixth grade
tutors, fifteen minutes daily., for twelve weeks. Each student was
committed to the program and under signed contract to participate.
Affective outcomes were noted. The dyads of tutor/tutee developed
bonds of friendship. Each student showed enthusiasm about the
pp rent improvements in read ing,, and verbally stated so. Each tutor
28

and his pupil remained dependable and motivated for the entire time of
the study.
Each fourth grade student showed reading improvement of at least
one-half year in the twelve weeks. The highest gain was three years in
oral and two years in oral comprehension and silent reading.
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TELECONFERENCING INSTRUCTION:
A PILOT APPROACH
Larry Hudson, Steve Sorg, Barbara Keene
INTRODUCTION
Th
t chnology
bandwagon
is alive and well for distance intru -rion. Vrdeo iscs, instructional television through public a d lowp · er broadcasting, direct-broadcasting from satellites .. Instructional
i ) I Television Service (IFTS), computers, radio and even the telephone
r< b in
ed for instruction to distant learners (Feasley, 1983). All
.i\
hould be pursued but why not learn to effectively use what is
1n xp nsiv and commonplace - the telephone? The teJephone, for
111
t
f us has been around and accessible for all of our lives. We take
t lephone for granted, and we forget that it can be a very useful tool
f r instruction and administration (Stewar & Duffy, 1979), (Brandt &
Rz nca 1980).
T feconferencing, interactive audio., telenet or telephone instruction
r , for he purposes of this paper, identical terms. Each of these terms
ribes uses of a telephone with amplifiers and microphones to talk
with persons at two or more sites.
On cannot help but feel that Alexander Graham Bell thought that the
t lephone might someday be useful in personal communication among
n1any persons at multiple sites. There were skeptics who did not feel the
g n ral public would be able to use the equipmen .
B 11 expects hat the individual home owners will use his instruments
'Ni h ut the aid of trained operators. This ·s ridiculous, of course.
Obviously the public cannot be trusted to handle technical communi ations equipment "(Parker, 1976, p. 1)
far back as 1939, teleconferencing was used to present courses to
horn bound students. This early venture at the Univers·ty of Iowa used
n int ream system to reach over 1.,000 students in just two years (Parker,
1980). Coincidentally one of the authors had an initial telecon erence
xp ri nee at the un·versity of Iowa in the area of instruction for a
.urri ulum dev lopment course presented through the lowa dedicated
t I phone network of community colleges (Hudson & Bunt"ng 1982).
In 1965., th University of Wisconsin, Madison initiated a teleconference
n twork. For nearly 20 years they have been presenting courses and
pro rams using an audio teleconference system. Annual enrollment
g n at 190 and by 1978 reached over 33.,000 students in both credit and
n n-cr dit continuing education programs (Parker, 1980)
Other teleconferencing systems have been developed for use in
t colleges public com .m unity colleges and universities. There are
gniz d state and national teleconference systems in Iowa,, Illinois,
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ir in1c N vada Missouri, and Canada. Several private corpordti 11 Jlso offer teleconferencing services.
Jn th College of Education at the University of Central Florida a pilot
t 1 conferenc in g program was initiated in the spring semeste r 1984. Two
Voe tional Education undergraduate courses were presented using
b si
telephone amp I i fie rs with microphones. The facu lty were Dr.
St v n Sorg for EVT 3815 "Management of the Vocational Classroom &
L b ratory 'and Dr. Larry Hudson for EVT 3311 "Preparatio n for C li nical
T
ching in Vocational Education."
This drticle describes the planning equipment presentati on techniques and proposed evaluation methods and future uses of this
approach to distance instruction.
\:

NEED
M

ny progra .m s w it hin the College of Education at UCF offer courses
at ites other than the main ca .m pus. These sites include three UCF
branch campuses: South Orlando_, Brevard Lifelong Learning Center,
an
Daytona Beach. Other si es inciude high schoo ls , community
alleges and vocational schools in the 11 county area served by UCF.
Figure 1
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The Vocational Education programs are only offered off-campus using
the three UCF branch campuses and one area vocational-technical
center. (Figure 2) At these sites courses for initial and continued
vocational teacher certification and undergraduate degree programs are
offered by faculty who commute from the main campus. The question of
underserved areas needed to be addressed. Would people enroll and
work on degrees if courses were more accessible?

FIGURE 2
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In the rade & Industrial and Health Occupations vocational education
programs, all courses were designed to be performance - based. These
courses contain groups of research-identified teaching skills or competencies (Fardig_, 1980). Students work at their own pace_, within the
university time constraints_, to achieve required competencies.
acuity in these vocational education programs have attempted to
meet students' instructional needs in outlying areas by holding a week.ly
seminar session for each course offered at each branch campus or other
site. This has been a very satisfactory plan for initial certification and
undergraduate courses, but a lack of resources has permitted graduate
courses to be available on a regular basis only at the South Orlando
campus.

PLANNING
Discussions were held to etermine which, if any, vocational education
courses would lend themselves to a teleconference system. Courses that
do not contain competencies requ iri ng micro-teaching activities or the
actual demonstration of media equipment usage were felt to be the best
choices for this approach to instruction. Two undergraduate and several
graduate courses were discussed as possibilities.
From these discussions, two undergraduate courses were selected to
be presen ed in a pilot program in the Spring Semester 1984, using a
teleconference system. The two faculty members who were to teach
these courses fe lt very comfortable with the content and with using a
teleconference sys em.
This last point was consi
pilot program.

ered very important to the success of this

Contact was made with the administrators who could approve and
provide suppo t for this p"lo program. The Dean and Associate Dean in
the College of Education were supportive. The directors of the branch
campuses were contacted by te ephone and in person to gain their
support for space, location, support staff, and equipment preparation.
These elements were essential to the program's overall success.
Additionally, a meeting was held including the Director of I nstructional Resources, Director of Faculty Development, and the Dean of
Extended Studies and his staff which previewed and tested equipment
and discussed teleconferencing as an instructional strategy. This meeting
was also attended by the Vice President for Academic Affairs, a supporter
of using speakerphones for meetings and conference. This meeting
provided a broader base of support for this pilot program .
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report. It also alloted money for individual pictures and slides,
duplicating, and printing. Aside from this grant, a graduate assistant also
worked on library research and related correspondence about teleconferencing_for approximate lx two hours per week.
A small ($500.00)faculty development grant was awarded for course
implementation. This provided support for a part time work study
person to coordinate mailing, remind the center staffs of the teleconference, type any necessary correspondence, and compile a final

SERVING THE STUDENTS
A brochure advertising the courses was sent to a list of contact persons
in vocational education within the UCF service area. A request was made
for all prospective students to enroll in person at the South Orlando
Campus on the first night of class. In this way, a general orientation
could be provided to personalize the courses. Registrants for EVT 3815
included eight at the South Or ando Campus and one at the Daytona
Beach Campus, while for EVT 3311, four registered at the South Orlando
Campus, two at the Daytona Beach Campus, one at the Brevard Campus
and one in Palatka. For the first course, then, two sites were used while
four sites were used for the second course. Both courses were scheduled
for the same evening to meet for a one hour seminar and provide
"on - air" office time for student advising.
In this pilot program several students were being served who would
not have had the opportunity during this semester or who would have
been required to travel a greater distance to class in Orlando. In EVT
3815, for example, one student was enrolled at the Daytona Beach
Campus; it would not have been fiscally practica l to offer the course at
that site for only one student. Because of prior faculty load planning, the
two students in EVT 3311 at Daytona Beach would have been required to
drive either to Orlando on Monday, or to the Brevard Campus on
Wednesday, as that course was not scheduled in Daytona Beach. Neither
they nor the one student in EVT 3815 at Daytona Beach, nor the one at the
Brevard Campus for EVT 3311, would have been in a group for their
seminar; an asset felt to be very important in performance-based
vocational education.
The student in Palatka was a unique examp l e. Restricted to bedrest
because of a health condition, she was enrolled i n a course required to
continue her teacher certification. The student was actively involved in
seminar discussions, with others at three different sites. Costs for the
long distance telephone ca l l were borne by the student and were much
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less compared to the cost in terms of t ime and gasoline to drive to
Orlando a distance of over 100 miles one way.

SITE SUPPORT
TELEPHONE SYSTEM
The University of Central Florida uses an in ernal computerized
telephone system (ROLM). This system permits persons with certai n
extension numbers to add on a dditional parties for conference calls. As
an illustration from our office four internal parties and two external
parties can easily be connected. It does not permit call-in by parties to a
central number however, as it is not a "bridge" system.
Initial y the conference was set up using an office telephone but was
switched to the UCF switchboard operator for two reasons. First, it was
easier to add all si es to the conference and second, the audio quality
appeared to be better. The UCF operator, along with the faculty and site
staff, have a schedule with alJ telephone numbers to insure proper
timing for each class and to prevent accidental disconnects.

EQUIPMENT
After a careful review of resources for equipment purchase and of the
options the faculty presently knew of_, a decision was made to purchase
speakerphones; the Duophone by Radio Shack at a price under $50.00
per un it. One unit was provided to each UCF branch campus. The two
faculty had previous ly purchased a uni for heir office that could be used
at another locati.on if necessary.
This brand of equipment included a built in amp l ifier and microphone
with an on-off control_, volume leve l adjustment and privacy control.
They were easi l y inserted in hne to existing telephones and did not
adversely affect the quality of telephone service.
Additional telephone extensio n cords) in-line couplers and multi ple
l i ne adaptors were purchased as required_, and provided to the campuses.
The total cost for equipment was under $350 .00) thus operating on the
proverbial "s oes ring".

COURSE PRESENTATION
Eac h of the two p i lot co u rses were schedufed for one hour per week
for a sem i nar. In th i s sem i nar_, brief i n formationa~ presentat i ons were

35

used along with discussions on specific competencies on which students
were working. The instructor, or resource person in our programs had
the responsibility of answering questions, and providing the exper ise o
assist studen s in achieving the required competencies.
Active involvement has been suggested as an essential element for
successful teleconferencing instruction (Morison, 1978), so small group
activities were used that involved all students either on-air or on-site in
problem solving and brainstorming. In hese activities a time limit was
placed on the group using the conference sys em and the entire group
reconvened for discussion. This approach appeared to work quite well
with the current combination of sites and number of students.
Also cruciai to successful teleconferencing instruction is the paper
component. In these courses,
he Ohio State Performance-Based
Teacher Education (PBTE) modules were used extensively. These
modules contain readings, teacher feedback simulations, practice, and
a final performance of the required competency. In this manner students
worked at their own rate and submitted assignments when ready.
Progress checkdates were sugges ed, as motivation for course comp etion, within the University time schedule.

EVALUATION
Informal comments so far include suggestions for improvement and
appreciation for providing the opportunity to attend class. Both a midterm and end of term evaluations of instructional techniques and
equipment effectiveness are planned. In addition, a description of costs
and time saved per student will be qualified and suggestions for
improvement compiled. A booklet of references and hints will also be
compiled.

SUMMARY
Audio teleconferencing appears to be a neglected technique in our
desire to use more sophisticated technology for both instruction and
administrative purposes. Effective audio teleconferencing, using multiple
sites was established with limited resources. Through planning and
administrative support are necessary for successful instructional
teleconferencing
Future plans include one undergraduate course to be offered this
summer, with two more undergraduate and one graduate course in the
Fall of 1984 using a teleconference approach.
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CULTURAL DIVERSITY:
ISSUES A D CONCERNS FOR TEACHERS
Dr. Martha Lue Bell
It was the third grade, or seco d or maybe even first .... I remember
having to recite the inscr iption Give me your tired, your poor, your
huddled masses" ... I remember having to recite that inscription with
vigor and enthusiasm far beyond my tender years. The vigor was
1
tempered by the mere fact that "huddled masses' and much of the
term i nology had little meaning to me. But t hat was the way it was done .. .
in thi.s North Florida town. Everyone learned the Gettysburg Address,
the inscription on the Statue of Liberty, the Preamble to he Constitutio n
-all important data. But in erestingly enough, we learned it because we
had t o - because our teachers said so. No one readily took into account
cultural diversities. I wonder if anyone really cared.

A CULTURALLY DIVERSE EDUCATOR
According to Chin & Kamp (1982), the term "culturally diverse" refers
to those groups of individuals (minority groups) whose cultural
background or primary anguage is different from that of their peers . .
Cartwright, Cartwright, & Ward (1981) have defined the term" minority"
as used by the Federal Interagency Committee on Education (1975):

1. American Indian or Alaskan Native, or a person having origins in any
of the original peoples of North America.
2. Asian or Pacific Islander, or a person having origins in any of the
original peoples of the Far East, Southeast Asia, or the Pacif"c Islands.
3. Black/Negro, or a person having origins in any of the black racial
groups of Africa.
4. Hispanic, or a person of Mexican, Puerto Rican, Cuban, Central or
South American, or other Spanish culture of origin, regardless of race.
p.272)
This paper seeks to address some important issues concerning one
specific cu tu rally diverse group - Blacks {Afro-Americans). Black students
make up the largest minority of any group in our present public school
system. Research (Hillard, 1980; Mercer, 1981) has consistently indicated
that the Progress of Black students has often been impeded by:
a) IQ tests normed on white, middle class students;
b) feelings of poor self-concepts; and
c) the insensitivity of those of the dominant culture to the needs of Black
students. Monsink (1980) contends that in understanding the issue of
cultural diversity, three major concerns readily come into account:
a) a child's language and culture may have a significant impact on his
academic success;
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b) There must be an identification of curricular adaptions, educational
technology, and materials necessary for instructing culturally diverse
individuals,
c) the problems of oppression and poverty significantly influence one's
social, emotional, and physical wel -being.
Some of the issues this paper addresses are: Cultural Awareness in teaching;
preparation of professionals; and problems of black student attrition in
higher education.

CULTURAL AWARENESS IN TEACHING
As cited by Rosenthal & Jacobsen (1968 in Atkinson & Sue ' s (1979) book
on Counseling American Minorities) there are certain culturally relevant
barriers that may inhibit effective counseling of Black students and also
may inhibit effective teaching.
a. Student resistance - The student may be hostile, angry, and reject
any approach by the teacher. There may be resistance to working of
certain tasks for the day. The resistance may be in part due to something
that is "going on inside" the student and not merely reflection of the
students culture.
b. Studen
ransference Students may not want to work with a
teacher who is differen because of an unpleasant experience with
different culture.
c. Teacher counter- ransference A teacher may have a pre-set
judgment about culturally different students.
d. Language differences - The issue of standard English versus "Black
English" remains a controversial one. Distinguishing between cognitive
difficulties tha are inherent and thos e that are culturally based is an
important aspect in understanding language differences.

PREPARATION OF PROFESSIONALS
Preparing and educating competent professionals who will in turn
prov· de culturally diverse children with skills necessary for them to be
functional is an integral issue. Bu who wi I be these professionals w ere will they acquire their training? For some time now here has been
a thrust toward complete disegregation of public institutions of higher
learning as evidenced by the Equal Rights Amendment and Title IX
legislation. It is imperative that these institutions of higher learning
evaluate themselves to determine if, indeed, every conce·vable effort
has been exhausted to bring about the desired result of equalizing
educational oppor unities for all citizens.

BLACK STUDENT ATTRITION IN HIGHER EDUCATION
Numerous research studies have been conducted to ascertain the
"whys" behind the common problem of high black student attrition on
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predominantly white campuses (Astin 1977; Burrell, 1979). Through
their individual research , similari ies emerged:
a. student-unpreparedness;
b. covert / overt prejudice;
c. isolationism.
All three were major reasons for black students not completing a
baccalaureate degree.
Miller (1980) conducted research regarding factors related to the
retention of selected Black undergraduate students at a central Flori da
university . Pe r mission was granted from Burrell (1979) to use an
instrument he designed to give insight into the perception of admi nistrators and minority students on minority student experience at
predominatly white campuses.
The instrument was administered to seventy-one (71) selected bl ack
students who had been admitted to a local university from Septembe r,
1973 to September, 1978; who attended at least one term; who were in
good standing; and to whom no degree was awarded. Results indicated
that:
a. Blacks still preferred tradi ional fields of education;
b. there was lack of identity or self-esteem;
c. greatest satisfaction was obtained from established friendship; an d
that the highest percentage (83 o/c ) indicated that their cultural ne eds
were not met.
CONSIDERATIONS
The following is a list of suggestions that should be taken into accoun t
when working with culturally diverse individuals.

1. Being culturally different does not consti u e a deficit. Furth e r
stated, "difference" does not connote "deprivation". As stated b y
Nguyen Tot Van in reviewing the book, Language and Cultural Diversity
in American Education (Abrahams and Troike, 1968) ... the two conce pts
"difference " and "deprivation" approach ignores culture and langua ge
systems from which a teacher could gain much understanding, whil e
reinforcing the self awareness and confidence of the student.

2. Among the proposals suggested by Fuchigami (1980) in the area o f
teacher preparation for culturally diverse individuals is the recommendation there should indeed be a commitment from institutions o f
higher learning in their teacher training programs concerning culturally
diverse individuals.

3. As culturally diverse children are placed in classrooms, the teacher
should make a concerted effort to become more informed about th e
individual's culture. The use of research projects on prominent Black
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individuals,, the utilization of positive role models from the community
are but a few suggestions.
4. Taylor (1982) contends that prejudicial stereotyping occurs when the

assumption is made that culturally diverse speakers are unable to use or
switch to the standard language usage ("Standard English"). Textbooks
and materials that present Black speakers in a stereotypical manner
should be avoided. If such textbooks and materials are used,, they shou Id
be followed by discussions and examples "how not to" rather tha n to
allow the textbooks· and materials to stand on their own merit.
5. I nservice training workshops should be conducted to assist teachers

in working effectively with culturally diverse students.
6. Role playing is an excellent avenue in assisting students of the

dominant culture in exploring their own feelings and becoming sensitive
to the feelings of culturally diverse groups. An example of an effective
role playing situa ion is adapted from the works of Wiig and Bray (1982):
"Ask the students to analyze and describe a given setting in
which they were the m .i nority. Have students to articulate their
own feelings: what their actions were,, how they coped,, and
what hey learned from tha experience."(p. 120)
7. Lastly,, the culturally diverse individual s use of Standard English

cannot be overemphasized; however, it should be noted that this topic
does indeed remain a highly controversial issue (Taylor, 1982; Williams,
1972). The teacher can assist in this growth process in several ways: (a)
avoid imitating the speech patterns of culturally diverse speakers but
firmly es ablish the correct models of grammar to be used in classroom
and formal se ings. Rachel Jones (1982) expressed it best when she
reaffirmed the hope of one day seeing more culturally diverse (Black)
individuals "less dependent on a dialect that excludes them from full
participation in the world we live in' . he issue, according to Jones (1982)
is not whether one speaks 'white' English, but rather whether" right" or
standard English is spoken. The issues remain complex and will be
continually a source of discussion for many years. Issues of preservation
of culture, and the vitality and richness of one's own native languag e are
but a few of the present topics of much discussion.
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Perspectives On Homosexuality
Roberta L. Marowitz
Perspectives on homosexuali y are as diverse as the numerous
pro onents of each . Church leaders view homosexuals as sinners; the
law as crimina ls. C l inicians and mental health professionals,, until
recen ly have labeled homosexuality as pathological,, an illness in need
of rea ment an a .i lment which can be correc ed. It was only in 1973 that
homosexuali y was removed from the American Psychiatric Association's
list of mental disorders, and even then it was categorized bo h as a
"deviant' lifestyle and an "alternative sexual pattern" -the diagnosis of
which rests with the clinician.
Researchers even have difficul y agreeing upon what is meant by he
term "homosexuali y. ' For instance, are we referring to sa.me-sex
feelings? or a trac ions? preference? behavior? lifestyle?
The purpose of this paper is not to draw arbitrary lines between what
homosexuality encompasses and what it does not, but to review the
l iterature as it ex is sand examine some of the findings, offer a w i de range
of considerations examine applicable counse l ing impl i cations, and
conclusions.

EARLY DAYS:

HE MEDICAL MODEL

The bulk of early research and commentary is dominated by the
m d ical mod I s contention that homosexuality is a pathological
condition. Bergler (1959) insisted that "all homosexuals tended toward
guilt, d pr ssion, extreme jealousy and an irrational belief hat homo sexual fee Ii ngs are found in aU men." Other clinicians pointed to familial
characteris ics that contributed to this' maladaption.n For instance,, the
typical family background included a 'close-binding,, overprotective
mother, and a detached absent or openly hosti le father" which
inhibited the natural expression of heterosexual feel i ngs (Bieber et. al.
1962). Hat erer (Hatterer 1970; and Hatterer and Tripp 1971) contended
that homosexuals feared rejection of the oppos i te sex and feared the
competition involved in securing a heterosexual mate.
Sigmund Freud's
heoretical contention was that homosexuality
resulted from ' arrested development"' at any one of the stages of
psychosexua l development (Marmor, 1970).
The medica l model, a lthough histor i ca l ly p r evalent is very much
under attack at th i s time and has been for quite awhile. Desp ite the
dispute over the possibi l ity of b i ological determinants of h omosexua i y,,
research has shown that ma l e and female homosexua ls do not have
hormona l l evels that are any different from matched controls. Additiona l ly, in cases w h ere hor m ona l i nject i ons of estrogen or testos erone
have been u sed i n the treatment of persons wish i ng o assume a
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heterosexual orientation, homosexuaJ orientation appears to remain
in act (Money and Dalery, 1977). Other theories which propose that
homosexual tendencies are inherited and that abnormal androgen and
estrogen ratios exist among gays are not corroborated in subsequent
r esearch (Coleman, 1978).
Most if not all, of the researchers that view homosexuality as
pathological have used patients requesting treatment as their research
subjects. Surely for these persons, homosexual attractions presented
stressfur, difficult adjustment problems. Indeed, if one examines fifteen
unhappy homosexuals and concludes that '100% of he homosexuals in
this study were unhappy and maladjusted/' the bias is evident.
CURRENT PERSPECTIVES
Numerous studies have demonstrated that "extremely close_, personally satisfying" gay relationships exist (Peplau et. al._, 1978) and no more
evidence of personal maladjustment exists among homosexuals than
wouJd be expected in a controlled sample of heterosexuals (Coleman,
1978).
Such research ·allows us to take a discriminating look at
alternatives to the medical model.
Evelyn Hooker (1965, 1967) was an early proponent of the Normal
Variant model of homosexuality. Citing the bias involved in seiecting
subjects from psychiatric hospitals, Hooker turned her attention to
homosexuals in the community and found that "in terms of psychological
health, homosexuals and heterosexuals are indistinguishable."
June Hopkins (1969) controlled for age, education, and intelligence,
and administered a battery of tests to groups of homosexual and
heterosexual women. Her findings concurred with Hooker's: the two
groups were "equally healthy psychologically."
Hooker's and Hopkin's studies assume that homosexuals and heterosexuals fall into exclusive categories,. and while there are persons who
would categorize themselves as "one or the other," Kinsey et. al. (1948_,
1953) remind us that sexuaJity may be considered on a continuum of
orientations. The modeJ they propose follows:
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Note that this continuum is no unlike what would be expected if
sexuality were illustrated via the "normal curve.'' Such a perspective
opens doors to the possibility that homosexuality may indeed be a
normal variant or simply, an alternative lifestyle.
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AL TERNA T'IVE LIFESTYLE
The following excerpt from Our Bodies, Ourselves illustrates how an
individual (specifically a wo an in this case) with homosexual feelings
may become "maladjusted" and unhappy with her lifestyle:
Lesbianism is not a physical characteristic,, unlike the quality of
being black or being a woman. So most of us have the choice
either to be invisible,, by passing as straight, or to be open. If we
decide to be _
o penly gay,, we often become vu ln erable o
physical and psychological harassment. We're labeled sick,
some imes kept away from kids,, may e fired from our jobs. If we
keep our gayness hidd en> we are constantly subjected to the
insults and embarrassment of being assumed to be heterosexual:
gynecologists want us t use birth control, friends want to "set us
up" with boys, men make passes at us. Most important,, our lives
become filled with fear t hat others will find out. (p. 87)
Despite the fact that it is difficult to be gay in our society, openly gay
people comprise ten percent of the population (Kimmel, 1978). This
figure indicates a significant number of individuals who have adopted
such a lifestyle and lends credence to the school of thought that supports
homosexuality as an alternative lifestyle.

"COMING OUT"
How does one go about recognizing hemselves as gay? At what point
does one label themselves gay? What factors affect a person's choice to
live a heterosexual lifes yle despite homosexual attractions?
For some, choosing homosexuality is a political decision; for others> a
social decision. Still others remain uncertain about the nature of this
choice.
DeMonteflores and Schultz (1978) became interested in the process
through which gay people recognize their sexual preference and choose
to integrate this know edge into their personal and social lives. This
process, commonly referred to as "com ing out1' involves a number of
critical experiences that progress step-wise from private perceptions to
public acknowledgement.
These critical experiences include beco .m ing aware of same-sex
attractions, having one's first xperience with a member of the same sex
coming out publicly. Not all who experience same-sex attractions will act
on those feelings. Similarly_, not all who do have an initial experience will
proceed along the continuum.
At any point an individual
for a
countless number of reasons, may choose not to go any fur her in the
coming ou process.

DEVELOPMENT AL PERSPECTIVES
The centra l task of adolescence,, according to Erikson 1n Integration
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which involves assuming an adult sexuality integrating this sexuality into
one's personality, and in turn fitting into society with it's norms and
values. Likewise, these are the developmental tasks of "coming out".
DeMonteflores'and Schultz examine four psychological components
involved in the successful resolution of this task for homosexuals.
Identity formation involves cognitive transformation (learning to think
differently about being gay, challenging society's negative stereotypes),,
recasting the past (accepting earlier homosexual attractions and lettin g
go of anguish surrounding those attractions)., and finally, self-labeling.
The second component, self-disclosure involves making one's public
self-congruent with one's private self and indicates a choice between
societal acceptance and personal authenticity. Self validation is the
process by which one increases his /her self worth by looking to others
(often the gay community at thjs point) for affirmation. And fourthly, sex
role socialization refers to one acquiring validation from the community
at large.
.
In light of this, DeMonteflores and Schultz remark that ''one may not
choose to be homosexual, but one may choose to be gay" indicating an
interesting distinction between innate attractions and the process by
which those attractions are accepted and incorporated into one's
lifestyle.
Kimmel (1978) applied Levenson's developmental periods as outlined
in Seasons of a Man"s Life to existing data on gays in an effort to provide a
model for understanding gay adult development. He learned that the
adult development of the homosexual population is quite similar to that
of the heterosexual population.
Because "lesbian and gay male adolescents may experience a profound
conflict"' in the developmental period of late ado1escence and early
adulthood, this is a significantly crucial time for them. "Homosexuals are
likely to feel guilt, anxiety, or conflicts about their sexual orientation in
addition to whatever reactions they may have to their sexuality per se."
Kimmel suggests that the successful resolve of this difficult period may
provide a "crisis competence that buffers the person against later crises."
He also noted that during this period men and women differed in their
perceptions of how they acquired their sexual orientation. Men reported
feeling that their sexuality involved Ii tie choice on their part, while
women reported a stronger sense of personal choice regarding their
sexual orientation.

GAYS AS ROLE MODELS
Studies concerned with the acquisition of sex-role behaviors among
children having significant contact with gays have concurred that gays
are more likely to serve as non-traditional sex-role models than as
det rminers of same-sex preference (Riddle, 1978; Hoeffer, 1981 ;
Kirkpatrick et. al., 1981). Societal fears that lesbian mothers will auto-
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ti
lly r
r homos xual children are not borne out in the research.
R th r whil children end o internalize particu lar traits from a variety
of
od Is
s xual pr f r nee appears to evolve somewhat
in e
ndently.
Ho ffer om pared samples of homosexual and heterosexual mothers
and their children expecting to find marked differences between the
sty! s o chil
rearing and the children's sex-role behaviors. Her most
str iking finding was the similarity that became a p rent in hese wo
ar a . Although both sets of mothers preferred an encour af)ed th eir
chi I ren to play wi h a wide range of toys in the Block To y Pr
'- nee
Tes boys te ded to select masculi e ' toys and girls ten rle d o se lect
'n u ral rather han feminine" toys. Hoeffer hypothesizes that this
effec reflects Ban
ra's mo el of social l earn ing (e.g. peers, TV nursery
sc oolandth ir ff cto · s x-rolebehaviors)and remindsusofthemany
fa tors which influ nee our sexual preference.

COUNSELING IMPL CATIONS
Gartrel,I (1978) noted hat as A
erican psychiatry has begun to move
away from the ii n ss model of homosexuality, many psychia ris s are
fin in g hat hey lack sufficient training in understanding homosexuality
as a viable alt rn tiv lif sty l e. 'Other research has supported this view
nd ex an
th r ng of helping professiona ls o include not only
psy hiatri s but all who enter into therapeutic relationships with
homosexuals.
Demonst ativ
of his n ed Garfinkle an
Morin's study (1978)
indicat d hat "attributions of psychological health ·vvere found to differ
as
function of s xual orien ation of the client. ' Homosexuals not
surprisingly, were perceiv d as being less hea lthy. Other research
r
inds us of the negative traits that may be a tributed to persons
Ii v d to be gay (Karr 1978).
Winklep l eck and Westfield (1981) propose a wide range of issues
facing homos xual as a re
It of heir hoice of a socially unaccep able
lifestyle. Discrimination and prejudjce lack of social support and lack o
family a ceptan e were cite
as examples. Counseling need of gays
include the d ve l opment of self- esteem and pride as well as increasing
communication skills and maintaining a meaningful and productive life.
Stu ents of counseling must note that these issues and needs are
c aracteristic of all persons, regar less of heir sexua l preference.
Loving Som on
Gay (1977) is perhaps the most comprehensive
helpfu l piece of I i erature ava i lable to counselors. Writ en by Don Clark,
a gay psychoth r pi
it
rovi es an accurate portrai of the gay
sub ulture nu erous case studies and a weal h of resource . Clark
advoca es th fo ll owing basic ground rules for counselors: be in touch
with personal fe li ngs about homosexual i y and don t feign acceptance
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of the lifestyle - refer the person elsewhere if need be.
I
I most goes without saying that the e ground rules are not limited to
counseling relationships wi h members of this alternative lifestyle.

SUMMARY THOUGHTS
The concept of homosexuality is as complex as that of heterosexuality,
and realized what a dangerous thing it can be to develop a particular
theory and then assume all homosexuals fit into it. Not only can this
promote erroneous conclusions, contradictory research, and overall
confusion many unique women and men risk being overlooked
somewhere along the way as well. The research becomes rather arbitrary
when the intent is to label and understand homesexuality "once and for
all .
No doubt the origins of homosexuality will be debated for years to
come. I suspect we already know what we need to know: the oriqins of
homosexuality resist definition, and there is virtually no inherent
difference between homosexuals and heterosexuals save for heir
choice of partner.
Like a I minority groups existent in today's predominantly white_,
uppermiddle class, male-dominated, heterosexual society, gays are
currently experiencing oppression and discrimination.
Being gay is inherently concerned with the tension between the
individual and society, between cpnformity to the established norms
and values that stabilize society and the variation tha challenges the
norms and produces social change. Psychology, by focusing on
socialization,, has long emphasized social stability and has tended to
neglect social change DeMonteflores and Schultz, 1978).
If society is ever going to abandon its stereotypical perspectives
regarding homosexuality, then gays do need to continue to be visible
and vocal about their subculture, reminding us that for every theory and
explanation, there are numerous and significant exceptions. Future
researchers may do well to examine sociological implications of homosexuality, and concentrate on the re-education of American society.
Hopefully, the alternative lifestyle will one day merit respectful
acceptance.
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Raising the IQ (Interest Quotient) in English Classes
for Gifted Junior High Students
Nancy R. McGee
Marcella L. Kysilka
What constitutes a successful English program for gifted junior high
students? When a program is assigned the brightest kids in school, has
full support of the parents and administration, and a teacher who wou ld
probably walk hrot.igh fire to have the jo b . . i t wouJd seem that success is a
foregone conclusion.
Even with all of these factors in operation, the junior high English
program for the gifted may not be successful and in fact may differ little
from the regular English Typical junior high gifted English programs tend
to follow one of two basic philosophies regarding education of the
gifted. They wil l either attempt to accelerate the students so hat they
have completed work required in the twe lfth grade by the end of ninth,
giving them a bleak outlook for the high school years unless superb
articulation arrangements are in place, or the programs will be designed
to broaden (the key word is 'enrich") their experience. To achieve t his
end, students will pursue a relentless routine of field trips, guest
speakers, museum tours, and often addit ional assignments which
demand more, although not necessarily different work. Sometimes
gifted programs are b st described by t e unusual or "creative" activities
in which the students engage. A very real problem here is that frequently
these activities are chosen on the basis of their motivational power and
content is not emphasized. As Joseph Renzulli (1973) noted.
"In conducting evaluative studies" I have witnessed far too many
programs for the gifted that are essentially fun-and-games activities;
such activities lack continuity and show little evidence of
developing in a systematic fashion the mental processes that led
these children to be identified as gifted." (p.126)
While the choice of a vertical (acceleration) or horizontal (enrichment)
approach to structuring the gifted junior high English class may be
entirely appropriate for given individuals within the group, there is a
third dimension that will neither force students into content beyond
their maturational level as accelerated approaches sometimes do" nor
depend on the availability of the "enriching experience.' The missing
dimension is
epth. Having mastered the required skills of the
curriculum, gifted junior high students will benefit from experiences
which do not necessitate adding content, but looking at the content in
new ways. How is this achieved? The answer to designing an appropriate
high interest English program for gifted junior high students lies in a
basic understanding of the goals of gifted education and recognition of
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teaching methodologies which are most lik ely to achieve these goals.
Although the term "basic" is infrequen ly applied to education of the
gifted, certain guidelines are stated repeatedly in the literatur e and
would seem to constitute a funda .m ental or basic approach to the task of
educating the identified gifted student. Programs for gifted students are
seldon presented as lists of content to be mastered, but instead are
described in terms of cognitive skills to be fostered and developed.
Characteristically a program for gifted students would incorporate the
following:
a) Strategies designed to promote higher order thinking (analysis,
synthesis, evaluation). These would include inquiry, techn"ques of
convergent and divergent thinking and skills of critical thinking.
b) Opportunities to explore creativity through stimulation of fluency ,
flexibility, originality, and elaboration.
A little acknowledged fact about English teaching is that it is process as
well as content oriented. The study of grammar is essentially a study of
the processes through which t he language operates to convey meaning.
The study of literature focuses on literary processes beautifully arranged
to portray insights into the human condition. As for writing, Donald
Murray (1968) has said it best:
"the di mate of the writing workshop must encourage individual
students to bring their own content to the course. During the
class the students should not be passive receivers of information.
They must be doers, writing and rewriting - discovering what
they have to say, discovering what they need o know to say i·
effectively - .until the students complete the act of writing by
reading a reader who understands what they have written."
(p.103)
For the gifted students, the processes are all important for these are
the activities which will demand the fullest ex ension of critical thinking
skills. Old content delivered in old ways will not stimulate the gifted
student to engage in the essential processes of higher order thinking and
creativity described above.
A process) however, does not function without content. James
Gallagher (1979) pointed out that:
"Relatively little attention has been paid to the actual content
that would make up the heart of a differentiated program,
regardless of the particular learning environment (horizontal or
vertical) in which it was delivered." (p. 32)
It is apparent, then, that while the desired goals of gifted education are
those which develop students' abilities to engage in higher order
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thinking processes., for the English program these can best be achieved
by providing in depth experience in the content. The teacher's job is to
structure con ent-process interaction in such a way that the cognitive
skill development is the inevitable ou come. The remainder of this
article describes some such interactions in the three major areas of the
English curriculum, literature, writing, and language, which the authors
believe will develop the cognitive skills of gifted junior high school
students.

LITERATURE
An area of English instruc ion which naturally comprises a significant
part of instruction in a gifted program is literature. According to Daniel
Keati ng 7 (1979)..
" n literature there exists no obvious linear progression of learning,
therefore, expanding the scope of material horizontally makes good
educational sense if it is done well."(p. 191)
In selecting from the abundance of literature available for study, the
t eacher should be guided by the work's literary merit, the interest it will
hold for the students, and the possibilities it offers for literary study.
Once works have been chosen some suggested activities for literary
study might indude:

1) Development of a story board to study plot development in a short
story. This graphic laying out of selected scenes and script in effect
produces a plot ou line.
2) Having students eep a characte analysis journal in which they record
such data as: a) firs impressions of he character; b) the character ' s
role in he plot; c) a section copied from the work which shows what
someone else thinks about this character; d) a selection copied from
he work in which the characters emotions are clearly revealed and e)
a selection of he character's own speech which reveals his development. Once sufficient da a are acquired the teacher may direct
wri ing, speech, or drama activities based on the information collected
enabling the student to understand characterization development in
a story.
3) Theme analysis. One of the mos difficult aspects of literature study for
junior high students - even the gifted - is recognizing a theme. In
his book Writing Without Teachers_, Peter Elbow (1973) describes a
summarizing technique designed to provide a writer with a sense of
his work's" center of gravity" (p.98). A modification of this procedure
applied to a literary work can lead students through theme analysis.
The procedure might involve a class or small groups of readers:
a) Have students brainstorm the main points of a story. Take one-two
minutes for this activity.
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b) Su., marize these points in a single sentence.
c) Select one \.Vord, which is found in the work, that best summarizes
it.
d) Choose a word that isn't in the work to summarize it.
e) Using all of this information to think about the work write a
sentence which says what the story is about.
4)

Determining the relationship of literature to one's life. An
excellent resource is Books I Read When I Was Young. After
examining this,, a junior high gifted class might enjoy replicating
this procedure within their local community by asking civic
leaders,, teachers, etc. to respond to the question posed by the
NCTE Commission of Literature in the original work,, "What are
three books or authors who have influenced your life?" The
audience polled should be selected by surveying students within
the school to determine what local figures in government.,
religion,, entertainment,, media, and education are recognized by
members of the student body. The resulting collection of letters
could,, of course, result in a publication.

WRITING
Students in junior high gifted programs are usually required to
write more than students in regular classes. Unfor unately, there
may be little differences in the type of assignments that are teacher
designed and emphasize either ''creative writing" (fie ion or poe ry)
or library research. With a growing body of research on the
relationship between writing and thinking, it seems obvious that
writing programs for gifted students must meet certain needs that
may not have been met in the writing traditionally assigned. Some
suggestions:

1) Widen data bases for writing. Gifted students should learn
techniques of data collection which involve questionnaires,
surveys, personal interviews, and observation. Some of these
should result in numerical data.
Many gifted students are
- extremely a1ented in math and science, but receive little
instruction on how to present numerical data in a written text
such as a statistical report.
2) Question-asking as a technique of pre-writing is a crucial skill for
gifted students because it requires divergent thinking for exploration
of he content. The teacher may aid students in formulating
questions through brainstorming activities or may provide a
useful structure such as William F. lrmscher's (1972) modification
of Kenneth Burke's approach through the "drama of thinking,"
(pp. 28-35). The lrmscher/Burke model requires he writer to

54

consider the topic as a dramatic event and to consider it by
seeking answers to question~ in the following categories:
ACTION

What
What
What
What

happened?
is happening?
will happen?
is it?

ACTOR-AGENT

Who did it?
Who is doing it? What did it?
What kind of agent is it?
SCENE

W ere did it happen?
Where is i happening?
When did it happen?
What is the background?
MEANS

How did he do it?
What
eans were used?
PURPOSE
Why?
3) Finally students should be .l ed through the processes of revision
which will help them to evaluate their own writing styles and
recognize the characteristics of the style. Such activities might
include having students examine their rough drafts for sentence
length. A quickly constructed bar graph will de ermine if the
student has fallen into a potentially monotonous pattern. Set up
exercises which will help the student to analyze the impact on his
writing of varied sentence beginnings, recurrent types of modifying structures, or repetitious sentence structures. A list of alJ verbs
wi I reveal over-use,, voice and strength. As Murray (1968) has
said,,
he content of the writing belongs to he student. It is
however, the teachers responsibility to teach content analysis.
LANGUAGE

The area of the English curriculum which has been ]east subject to
the development of innovative teaching me hodology is the study of
language. In Junior high school he teaching of grammar constitutes
the major portion of language study, and the methodology is
primarily analytic. Wha junior high student has not despaired of yet
another assignment in which he/she is directed to put uone line
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under the noun, two lines under the verb, etc". Gifted students are
capable of mastering this type of recognition exercise very readily.
Unfortunately, like their peers in other classes, hey are rarely
challenged to go beyond this name-calling approach to grammar
and examine the underlying operations of the language itself. Some
examples of techniques which may stimulate gifted junior high
students to a new interest in language study include:

1) Relating the noun, which is often the first topic in a junior high
grammar review, to a study of onomastics - the noun is, after all,
the central naming device of the language. Examine the overall
importance of names. Include the categorical study of proper
names, names of cars, names of rock groups, or names that are
highly regulated like those of purebred dogs. Popular psychological journals provide articles on the effect of certain given
names on personality and self-concept. In addition to searching
out information on the topic, students may survey peers to
determine preferential names and school records such as the
yearbook to determine local popularity of given names. This
approach could also involve studying place names, scientific
names, and the linguistic his ory of selec ed names.
2) Studying grammar as a major component of the content of English.
For example, as content, grammar should provide data for
writing and speech activities. After studying adjectives students
might be assigned a paper on the importance of adjectives to the
language. Students might be asked to review their last h~ee
compositions describe their own uses of adjectives, or to select a
passage from a favorite literary work and discuss the author's use
of adjectives. Recognition of parts of speech, modifiers, and
sentence struc ure is relatively easy for gifted students, thinking
about their importance will provide a challenge.
3) The s udy of semantics to provide gifted students with the opportunity
to engage in higher level thinking skills. This might be tied to a
study of political lang uage, beaucratic language, legal language,
sexist language, or even the probably overworked language of
advertising.
In any event, the study of language power in
connection with language recognition provides both interest
and depth.
Fi ally one teaching tool that can be used in all areas of English
instruction to enhance gifted students' study of language is the
computer. While the microcomputer is rapidly becoming standard
equipment in many gifted junior high programs, its utilization in the
lang age arts area has remained at the fun-and-games level.
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Although possibilities for teaching are dependent upon the capability
of he hardware available, teachers of English programs for the gifted
should investigate he possibilities of word processing programs,
creative writing programs, vocabulary development softw,are_, and
gram ,m ar review software.
Educators involved in programs for education of the gifted are
fond of justifying the existence of such programs by pointing out that
these studen s cons itute a major national resource. The gifted
thirteen-year-old of today is the scientist, scholar or novelist of
tomorrow. Whatever roles these students eventually p~ay in society,
during their junior high years their English educators must recognize
the need for solid, content based, process oriented programs which
not only teach the language bu stimulate their interest in being
life-long language learners.
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TOWARD A PHYSIOLOGICALLY BASED THEORY OF
LEARNING: SOME IMPLICATIONS

William Es er

Teachers, school administrators, and curriculum writers have Jong
looked to learning theory as the capstan upon which to fasten the
lines of rationale which they have used to make educational
decisions. In the eighteenth and nineteenth centuries learning
processes were thought to be based largely upon various philosophies which frequently possessed strong overtones of religious
conviction.
Because of the doctrine of mental discipline, or faculty psychology,
students, during the 1800's were assigned subjects such as geometry
and Latin because they possessed logical structure. It was believed
that in assimilating these disciplines the students would "train their
minds' to think logically. Concurrent to the widespread faith in
faculty psychology there existed several other popular theories.
ulearning through unfoldment," advocated by such educational
luminaries as Frederick Froebel and Jean Rousseau proposed
children would develop into well adjusted and productive adults if
their environments were properly structured - like garden plants
well watered and cultivated they would grow and bloom. John Locke
and Johann Herbart believed that learning must be based upon
sensory input.
PHYSIOLOGICALLY BASED THEORY OF LEAR

ING

This was the appreciation theory. In the nineteenth century Williams
James popularized the "stream of consciousness" theory that emphasized
building the learner's repetoire of skills and experiences such as
analyzing, sorting_, cataloging, sight, sounds, tastes, and smells. Each of
these precursors of )earning theory though based upon prescientific
structures had a number of advocates at various times in history. And
even in today's arena of behaviorally based learning theory, each still
possesses some credibility among educators.
Empirically based learning theory was brought to life when Wilhelm
Wundt in 1879 applied experimental me hods to the study of psychology.
The science of psychology quickly branched off into wo main streams of
though cognitive fief d theory and behaviorism.
In cognitive field psychology the individual's perceptions and beh viors grow out of configurational wholes, or the rela ionships among
the elements of a total perceptual field. This holistic or gestalt view of a
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person's interaction with the environment is in contrast to the atomistic
approach of the behaviorists who deal with very small increments of
perceptual input in isolation from one another. Modern day educational
uti1ization of the cognitive field theory is most closely associated with the
open classroom, discovery learning, manipulative materials, and such
developmental theorists as those of Jerome Bruner and Jean Piaget.
Behaviorism advances the atomistic perceptions of human learning
whereby knowledge is divided into small incremen s and given to a
learner while controlling his in erior and exterior environments. The
modern proponents of behaviorism, B. F. Skinner through his concept of
operant condi ioning, and Robert Gagne through the "systems
approach
to curriculum management., are by far today the most
formidable figures in influencing curriculum in the schools of our
country.
Psych ologica I studies of cognition and resulting learning theories have
in the pa st been based upon careful observation of humans and animals
chiefly their abilities to store and recall information under a variety of
conditions. Recently developed laboratory instruments and techniques
have produced a great surge in the understanding
of the structure and operation of the brain. Studies of accidentor disease
damaged brain tissue, using brain wave mapping and microprobes
inserted directly into the brains of humans and laboratory animals have
brought great advances in locating the si es of specialized stimuli
reception and processing. At a yet more basic physiological level
researchers can now, with the aid of computers, analyze complex brain
proteins, and using improved staining techniques produce electron
microscope photographs of brai
cells and their structures. A clearer
picture of the chemistry and structure of the extraordinary human brain
is emerging from a wealth of basic research studies.

STRUCTURE OF THE NERVE PATHWAY
The human brain is made up of an estimated 200 bi lli on nerve cells
(neurons) with each neuron having from twenty to four hundred
connections with other neurons. Each neuron acts as an independent
transmitter of electrical/chemical signals. A neuron generally receives
stimulation hrough root-like dendrites that project from the cell body.
An electrical signal travels through the cell body and along a rope-like
projection (axon) to finger-like projections at the terminus. When a
stimulus of sufficient strength arrives at the terminus of the axon, a
specia] protein (neurohomone) is ejected from the terminus into the
fluid filled space (synapse) that separates the axon from the adjacent celL
The neurohormone causes he membrane of the adjacent cell to
perm it electrically charged particles to rush into the cel l. These electrically charged particles generate a weak current and the process is

59

e
g in an again as the
imulus is tr n mit e
a long a neur I
p th way . f ts chemical nature creates a gr t dep nden c upon natur ~ lly
occuring hormones and enzymes for the proper transmission of nerve
impul ses. The normal function of the brain synapses is dependent upon
he chemicals that exist in billions of brain synapses. These chemicals
dep nding upon the strength of their presence may suppress or
enhance brain function. In short the brain is highly sensitive to chemicals
that exist in the fluid that bathes its billions of cells.
To add to the chemical compJexity of the neural transmission system, it
has been found that in addition to the synaptic processes just described ,
within the nerve cells complex proteins are manufactured as a byproduct neural activity. These proteins may be associated with both
shortterm and of longterm memory. A mounting array of research based
knowledge of brain structure and fuction permits specul.ations on the
nature of the cognition process and its application to learning theories.
r

Observation #1: Chemicals affect brain function. About thirty comple x
proteins taken from brain tissue and fluids have been identified as
affecting brain function, either by stimulation or depression. (DeWied ,
Versteeg 1978; Hansl 1978 Hansl 1979; Kovacs, Bohos, Versteeg, 1979.)
Lecithin, a health food derivitive of soybeans , contains one of the
brain's most pervasive neural hormones, when taken orally has been
found to increase the ability of severely senile subjects to recall information by a factor of fifteen to twenty percent. A chemical dubbed
PRL-8-53 was found to enhance the memories of patients suffering from
senile dimentia by an amazing 152o/c . A hormone that occurs naturally in
the midbrain, Vasopressin, has been found in a number of experiments
to enhance the retention and recall of information.
The relative abundance or scarcity of specific hormones in variou s
centers of the brain have been linked to mental illness and diseases that
affect the central nervous system. Parkinson's disease, for instance ,
responds well to the treatment with neurohormone, dopamine, and
hyp ractivi y in children has long been treated with various drugs tha t
affect the central nervous system. Treatments for severe depression and
schizophrenia are currently being developed based upon the hypothesi s
that hese forms of mental illness are the result of neurohormone
deficiencies.
Implications: In the future inte l lectual deficiencies and mental illness
may be as treatable as acid stomach or high b1ood pressure, and brain
fluid analysis may be a primary evaluation tool for early intervention
programs.

Observation #2 : Brain cells no used will fail to develop fully. When
physiologist sutured closed

he eyelids of laboratory rats, and af er
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several weeks examined the unstimulated brain tissue_, found the cells to
be great ly underdeveloped and atrophied .. (Hubel and Wiesel, 1979)
These unused cells slipW-poor internal definition and little connectiv .i ty
with adjoining ceUs. The lack of stimul'ation apparently deprives the cells
of activity necessarf for nor .m al deve .l opment. Other studies have been
carried out where newborn cats were subjected to an environment that
contained only vertica .I lines. Subsequent to several weeks of treat ·m ent
it was found that the subjects could not see horizontal lines_, only vertical
lines. Those ceHs that receive the horizontal Hne sti im u i did not deve .l op
their abilities to function. Other evidence of the importance of
stimulation to the normal. develop ~ment of brain cells is offered by opthomologists who have discovered hat children who suffer from severe
convergence prob ,l ems where one eye functions mi:n .i mall y, dominated
by the at er, surg·cal correction must occur by about age three or the
weak eye will never gain normal functioning levels. There is similar
experience with correction of astigmatism in children through the use of
eyegl'asses. When the correction does not occur by ag_e two or three_,
sight_, though ,i mproved through the use of corrective ,lenses, remai,ns
somewhat blurred. · If the experiences of these researchers may be
generalized to parts of the brain other than the visual cortex the need for
early and active stimu lation of aJI parts of a developing brain is required
for its proper development..
.I mplications: Early educational experie ces which involve the stimulation of all parts of the brain are necessary for the brai.n's physical
development. And the detec ion and in erven ion where problems
invo il v.i ng sensing and processing of environmenta :I stimuH occur must be
accomplished at the earliest possible age to prevent permanent
dysfunction due to poor brain cell development.

Observation #3: Both temporary and permanent change occur through
use of brain cells.
Photographs generated by workers using the electron microscope
reveal a nu 1
m ,ber of changes that occur as neurons undergo repeated and
long term stimulation. Some of the changes are:
a) an increase in the number of "pockets" con a .i ning transmitter
hormon.es that appear at the term,inus of neura ' axons. (Kents_, 1970·
Trubatch, Van Harreveld , and Loud 1979)
b) a build up of protein material on the post synaptic me ·m brane making
the rnembran s thicker. .(Greenough Westyk, and Voog 1978; Stryker

and Sherk 1978 )
c)with continued concentrated stimulation the thickened post synaptic
membranes become perforated and break into smal l er sections.
d): nuclear protei1ns are synthesized within t_he neurons (DeWied and
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1978: Kand 11978· Mark, 1978· M

Llw in. 1978.)
)
endriti
· tre
grovv nd · ranch m rkedly, thus incre sing the
numb r of yn p ic connections (Co·Nan 1979· N uta and Feirt g

1979.)
Jn1plic tion -: It is reasonable to ssume since repeated stimulation of a
sub j ct that all or some of the physical ch nges that occur in neurons are
Isa r lated to their ability to reproduce a memory. Since he struc ural
c han es occur only through use it appears ha
o fully develop the
brain s capability to transmit stimuli it must b
used. And generally
speak ing the greater the length and frequency of the periods of use the
gre ter will be he permanent changes that occur.
Implication : The brain is not an "engine" that only requires it be turned
on to begin functioning at its fullest potential. The power of the brain lies
in the development of physiological structures. Theses ructures a d the
cap city of the brain may only be developed through activity.
rvation #4: The brain is made up of a number of specialized parts;
th p rt are joined by connecting neuron (Walle and Nauts, 1979.)
The cerebral cortex is a thin, six layered tissue of neurons measuring
about th ir y by for y five centimeters when layed on a flat surface, but
taking on many convolutions when squeezed into the human skull. This
collection of 800 million or so neurons represents the one prominent
structural difference between the brains of humans and hose of lower
animal forms.
he cerebral cortex provides distinct recep or and
processing areas for the human senses. There are also association and
memory processing areas that are interconnected o the visual, tactile
hearing olfactory and taste receptor regions and several specialized
regions related to language, spatial relations, and facial recognition.
The specialized regions of the cerebral cortex with an ex ensive system
of interconnections are also joined to the other major regions of the
brain. The thalam ic or mid-brain area thrusts into the middle of the
ce rebrum and is the part of the brain that controls the basic drives
( hunger thirst sex, etc.) and is the center of the emotions. It is through
the thalamus that incoming sensory signals are directed to the var .i ous
special areas of the brain. On the underside of he cerebral cortex and in
the region of the mid-brain there is a fold of brain tissue (hippocampus)
hat has many connections to the cerebrum and is important to the
function of the long term memory.
An almond shaped cluster of
neurons (amygdala) which lies in the same area is an important
association pathway for several regions of the cerebrum and is essential
o the function of emotional memories. The remaining major portion of
the brain the cerebellum, controls the body's fine motor coordination
and this struc ure possesses .m any connections to the cerebrum.
Even the simplest act of recall creates activity in several regions of the
Ob

62

brain. This fact is demonstrated through the use of sensors at ached to
the skull that record the electrical na ure of brain wave activity. Complex
problem solving active recollection) and creative activity require
extensive interaction among various brain centers utilizing systems of
connecting neurons.
Implications: Developing he human brain to its fuJlest capacity requires
the ac ive interaction over a period of time of all its specialized regions.
Through ac ivity it appears the individual cells reach their fullest
potential for transmi ting impulses and he network of dendritic spines
with their syna tic connections achieve maximum growth. The brains
full potential for prob1 m solving and creative activity may best develop
in an environment in which the learner is involved with activities that
requir the interac ive involvement of many of its specialized areas.
The recall of an event appears o be the product of simultaneous
timulations of memory trac s in the various receptor and processing
areas of the cerebral cortex and the emotional memory traces that reside
in the region of the mid-brain. I appears that the more sensory areas
that are stimula ed and the stronger the emotional impa tat he time of
an event the greater will be the chances that the even vvill be recalled.
Another way to vi w this model i that strength of a memory is the sum of
he streng hs of the memory traces from afl of he sensory and emotional
regions.
A student who attempts to recall he title of a Shakespearian play may
first recall tha the play was read in c ass· then he m y chuckle as he
recalls his own re ding of he part of the wi ch; then the memory of a
fellow student's repea d efforts to imp rt enthusiasm to a lifeless
performance as he spoke
'Lay on McDuff'; and hen the name
Macbeth flashes into his mind. The student has scann d several areas of
the brain verbal, emotional and auditory which accumulativ iy
produces he desir~d memory trace.
The implications for teaching for this model of cognition may be fairly
obvious. Most app rent is that he more sensory recep or areas that ar
utilized during learning th greater is the chance that the inform tion
will be recalled thro gh ssociation. This model supports the notion of
multisensory learning an since emotional memory is viewed as a viable
memory trace hat is capable of activating the recollection process s
students' feelings, nd emotional climate of the classroom appears to be
importan ingredi nts in building a positive learning environment.
One final implication of the model of cognition centers about the
cog~itive level of much of the learning that is taking place in today
schools espe ially in hose s ates and school districts hat employ
management systems as
method of guiding ins ruction in basic skill .
Where test taking and seat work constitute a large part of the activities of
students inter ction among the specialized regions of he brain is
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Jthough dire
metho s o instru -ri n h v pr
to b
ti
in producing g in in th b ic kilt r
h r stri ti
f
don mor er ative nd intuiti
le rning i
o tly in term of
w II rounde progr ms for stu
nt . T
h r m y allevi te
the deficits that exist in the creative and problem solving
r c
of tudents progr ms by utilizing exp ri nc s that cause
hil _r n to interpre infer create write and orally discuss ideas. M ny
t
h rs ha
long known of the value of such activities for children at all
I v I of chievement and ability. Increase knowledge of he physiology
of th br in reinforces these practices.
In ummary what increased knovvledge of the human brain s tructure
n ievelopment appear to say to educa ors i to use it. Eng ge the child
in in llectu lly stimulating activity s early s pos ible.
nd in addi ion
t
d v loping children s abilities o memorize information chalf ng
th m to utilize all of their brain s specialized areas and build th e
onne tiv networks of neurons hat will permit them to reach th ir
t pot ntials as human beings.
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A PROPOSAL: SEPARATE HELP FROM APPRAISAL IN
THE TEACHER EVALUATION PROCESS
R. A. Rothberg
Introduction

Everyone would probably agree that teacher evaluation is necessary in
any educational endeavor. Questions arise, however, when one attemps
o provide for the improvement of instruction within the traditional
administrative procedure called teacher assessment.
The following proposal separates teacher improvement (formative
process) from determining whether personnel meet minimal expectations; whether one should be rehired; modification of assignments;
and rewarding superior performance (summative education). Teacher
improvement- ot professional growth - needs to involve many people
-the teacher him/herself; other teachers; department chairmen or
grade level chairmen; students; parents outside individuals; and even
the administrator! The summative evaluation plan is separate and apart
from the growth process and should only involve the administration and
the teacher. The following suggestions are not revolutionary or even
new to the field. They are not, however, happening with much frequency in American schools. it would appear to be an important conside ration to those concerned with improving the quality of
education.

I. THE FORMATIVE PROCESS

.

.

The formative process is concerned with the improvement of instruction. It is an ongoing professional development plan that could involve
the teacher, a peer-coach, the administrator an possibly, and outside
consu Jta nt.
This process considers many teachers to be self-directed professionals
concerned with professional growth. It implies that a good number of
teachers know what they can do better but are often unable to find
solutions without help from others (Rothberg, 1979)
Administrators may be helpful, but because of their appraisal role,
they have difficulty developing a climate of trust. Therefore, other
teachers, department chairmen, and/or outside consultants can be helpful in providing appropriate feedback.

When is Help Helpful? Steps in the Process:
1. Activities to develop teacher awareness, understanding, and internalizing of what is effective teaching and how it relates to him/her
specifically should occur initially. One way to begin this training is in a
two day (12 hours) work session early in the school year where staff
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members can examine teacher effectiveness research; complete self
assessments; identify a staff member with whom to team; identify

growth goals ( eacher, learner, program, organization); develop
action plans; and analyze observation and feedback skill
development.
2. Each teac er will submit a Professional Growth Plan to the principal
and discuss it in a '"'goal set ing" conference early in the school year.
This plan should include the goal setting for the year and the strategy
to accomplish hese objectives. The strategy needs to be specific,
challenging,. real is .i c manageable, and measureable~ if at all possible.
3. Ongoing conferencing, observation 1 feedback between the

eacher
and his/ her peer-coach throughout the school year will occur. This
means, of course that teachers will have to make time to talk to one
another and that the administration will be supportive in covering
classrooms and facilitating observation and conferencing time.

4. One day each grading period, department chairman, team leader
grade level chairman etc._, will monitor progress of the staff member's
growth plan. The chairman and teachers conference to discuss, modify and adjus action plans. The objective in this relationship is to
provide additional non-judgmental feedback of a helping rather than
a evaluative nature.

5. Throughout the year an outside consultant will conference with
teachers, observe upon request, discuss action growth plans, speak
with chairmen and in other ways, attempt to facili ate teacher's professional growth. Having someone from the "outside 'who can stimulate the group can be helpful and keep the organization thinking
about improvement goals. It is easy to forgo developmental activities
in the press of day- o-day problems.
6. A the end of the school year, each teacher will submit a written
analysis of how well the growth pJan progressed to the principal and
will discuss it at the end of the year conference. "How well did I do in
accomplishing my goal(s) for the year, needs to be addressed within
a supportive environment separate and apart from "How many Satisfactories and Needs Improvement did I get? '

It THE SUMMATIVE SYSTEM
Minimum performance expectations should be developed by the
principal and teaching staff and formalized in a job description. The
following items are typically included and evalua ed:
1. Meets and instructs students at designated locations and times.
2. Develops and maintains a classroom environment commensurate with
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he teachers style norms of the building program appropriate to a
classroom activity, and within the limits of the resources provided by the
district.
3. Prepares for assigned classes, and shows written evidence of preparation and implementation on request of the immediate
supervisor.
4. Sets and maintains acceptable standards of classroom behavior. ·
5. Provides an effective program of instruction based on the needs and
capabilities of the individuals or student groups involved. This should
include, but not be limited to:
a. Review of previously taught material, as needed.
b. Presentation of new material.
c. Use of a variety of teaching materials and techniques.
d. Provide for continuous checking of student unders anding.
e. Eva I uation of student progress on a regular basis.
6. Correlates individual _instructional objectives with the philosophy,
goals, and objectives slated for the district.
7. Takes all necessary and reasonable precautions to protect students,
equipment, materials, and facilities.
8. Maintains records as required by law, and administrative regulations.
9. Assists in upholding and enforcing school rules, administrative
regulations.
10. Makes provision for being available to students and parents for
education related purposes outside the instructional day when
necessary and under reasonable terms.
11. Attends and participates in faculty, department, and district
meetings.
12. Cooperates with other members of the staff in planning instructional
goals, objectives, and methods.
13. Assists in the selection of books, equipment, and other instructional
materials.
14. Works to establish and maintain open lines of communications wi h
students, parents, and colleagues concerning both the academic and
behavioral progress of all students.
15. Establishes and maintains cooperative professional relations with
others.
16. Performs related duties as assigned by the administration in accordance
with school policies and practices (McGreal, 1983)
The appraisal of these minimum expectations will typically be made
through the administrator's daily contact and interaction with the staff
member. When problems occur in these areas, the staff member will be
contacted by the principal to remind the staff member of minimum
expectations in the problem area and to provide · whatever assistance
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might be helpful. If the problem continues or recurs, the principal, at
his/her discretion, may prepare and issue to the teacher a written notice
setting forth the specific deficiency with a copy to the teacher's file. In
the unlikely event that serious, intentional, or flagrant violations of the
minimum performance expectations occur, the principal, at his/her
discretion, may put aside the · recommended procedure and make a
direct recommendation for more formal and immediation action.
State law generally requires a formal assessment instrument to be on
file. An assessment instrument can be developed from the items previously described and evaluated using a simple type of "yes" or "no"
scale. In other words, these things are either done or they aren't without
any degree of competency consideration.
Annual contract teachers might be evaluated differently from continuing contract or tenured teachers, the difference usually being a quantitative factor. That is, the annual contract teacher might have more
formal observations and written evaluations than the tenured teachers
during the year.

The principal could also, at his/her discretion, ask the teacher to
1
complete the form as a self-assessment for his (the principal s) signature.
lf one is truly concerned with improvement of instruction, this minimal
competency requirement probably has little meaning other than satisfying a legal requirement.

SUMMARY
The basic assumption in this plan is that separation of formative assistance from the summative eva uation must occur in order to provide for
the improvement of instruction .. These two functions must be clearly
identified with necessary time and effort spent in instructional improvement goals. It is logical to assume that if more time is spent examining
teaching effectiveness and if the process is shared by many individuals in
the school, the opportunity for better instruction is possible. Most current systems only provide for evaluation and do little to assist individuals
in analyzing their performance. How much time and effort can we afford
to expend in this endeavor? The real issue i s - are we really willing to pay
the price and make the sacrifices necessary in order to do a better job
and help teachers do a better job of teaching?
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THE EMERGING TECHNOLOGIES -

THEIR IMPACT

Richard A. Cornell, Ed.D.
"The reason so little instructional technology is used in
education today is that its visible "faults ah·vays end up being
compared with .the teacher"'s invisible virtues."
Hugh Beckwith - 1971
The source from which the above quote was taken has long ago been
lost - chalk it up to a failing memory, but Beckwi h's statement is as
accurate in 984 as when it was written. We educators are ... a defensive
lot. We guard our turf as if it lie protected within the shadow of the
Sphinx, rarely emerging into the light of new ideas. Events of the past few
years, however, may force us all into a perceived educational stratosphere of the 21st Century, now, not when we have "time to get ready for
it." (Read survival in this.)
Many of us appear reluctant to take that initial step - that of coping
with the emerging technologies which increasingly surround us, both
from within and outside of the classroom environment. We must, not
only cope but, embrace! To do otherwise is tanta aunt to inviting
pedagogical disaster.
Look around you and there it is: society rushing past he schools and
universities as though they were an afterthought, a minute pause along
the way to more and more independent learning _modalities.
Our severest critics proclaim we are unresponsive to society's needs.
In many cases, we are. We hold fast to cherished and fundamental beliefs
relating to the "whole person" yet, when faced with the prospect of
crossdiscipline opportunities for our students, hurriedly dart behind our
protective ... and collective mantel of area specialization.
In this respect, one might feel there is, indeed justification for such
defensiveness, especially in light of continuing calls for a return to the
"liberal arts" concept when the training of teachers is the topic and with
it, a parallel call for the abolishment of schools of education. Yes, it does
" give some cause for concern and possibly, even introspection on our
parts as to the worth of what it is we are about.

If_, as many critics indicate, teacher educators tend toward survival of
the species, and that is the fundamental aim of the ones being criticized,
then it is deserved. There are those of us who feel otherwise, who search
long and arduously for new material, new methods, all of which will
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allow us to remain current in what is happening around us. It is this
search for currency, coupled with increased accountability as determined by the various accrediting agencies, which will increasingly
establish the course along which the contemporary school of education
must take.
One precept which all of us must surely face is the fact that we live in a
society which has, almost within an historical millisecond, moved us
from the technolog·cal age to that of information. Despite the c.ries,
irrational as they may be, of "qack to the basics," we can't turn back. The
"bas·cs" of the 80's and beyond, if they are to be of any use to us, must go
well beyond the three R's. They must ·nclude, first and foremost,
computer literacy ... and competency. With such skills comes the parallel
ability to locate and use a wide diversity of information from countless
sources. These new basics must also include the critical skill of extrapolation. What good is all of this new information if one can't form
conclusions, make inferences, and find similarity of meaning?
Certainly, another basic related to these emerging technologies is that
of media analysis and insightful criticism. If, as the pollsters would have
us believe, increasing numbers of our citizens are now relying on
television as the major channel through which they receive the news,
what does this auger for the future of the print media? What, indeed,
does this say to those w o now manage our vast repositories of books?
Suffice to say, if you rejoice in being known as a television "snob," and
the pollsters are right in their assertions, you'll soon become an
educational artifact, cherished perhaps, but still, an artifact. There are
just too many attended messages coming at us via the medium of
television. They are of all types and from differing sources but, your
students bring them into your classrooms.
Asid~ from some of these societal pressures upon us to "'retool" for the

BO's and beyond, there remain other more immediate and pragmatic
reasons as to why we should remain current with respect to emerging
technologies. Major among these reasons are the changing trends in the
process of accreditation for there exists already, a definite emphasis on
technology, especially in the newly revised standards as issued by the
National Council for the Accreditation of Teacher Education {NCATE)
Within the past few months the policy has been adopted to include, on
every NCATE visiting team, an educational technologist. To help this
professional, as well as his or her fellow teammates, two documents have
been published by the Association for Educational Communications and
Technology (AECT). They are: Guidelines for the Accreditation
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of Programs in Educational Communications and Information Technologies
and Standards for College and University Learning Resources Programs.
Essentially,, these documents contain the requisite guidelines/s andards against which the NCATE teams will measure both the quality
of the academic programs offered, as well as,, the degree of instructional
support offered both within the college and the university as a whole, as
relates to the application and use of the emerging technologies.

Of special significance are two points:

1. When ooking at the instructional content of the teacher education
program,, the total and integrated use of the emerging technologies,
across the spectrum of education courses taught, will be examined.
No longer will institutions be able to point to one or two "media
methods" courses as meeting this requirement.

2. When evaluating the instructional support elements within an institution, the media consultant on the NCATE team will come armed with
def"nitive standards which direct y apply to both he "emerging" and
traditional technologies. Again, the evaluator(s) will be seeking sources of support for this area, both within and outside of the institution's
College of Education.
The astute administrator, if he or she has not already done so, will
obta·n the·r own copies of the documents mentioned. Both are available
from AECT by writing them at 1126 Sixteenth Street, N.W.,, Washington ,

D.C. 20036.
It is ·mportant that the reality factor is, once more, reinforced, that the
information contained within these documents wlll increasingly become
an integral aspect of NCATE evaluations, from this point forward. The
programatic accreditation guidelines have already been adopted by
NCATE. There appears little doubt that the standards for learning resources support services will soon follow. They are inextricably linked as they
sta .d, both having been developed by professional task forces within
AECT.
The message coming to you within this article should, by now, be
clear. Quality education also includes quality support. Those who evaluate our teacher education programs, fully cognizant of societal and
pedagogic changes occuring around us, are including the emerging
techno.logies as an integral part of the quality measurement process.
Wil your own program measure up and boldly face that ultim ate
moment of truth ... when the degree of visible faults of these emerging
technologies will be, at last, matched to the invisible virtues of those who
use them?
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Disabilities Teachers with Exceptional Student Education
Lead Teachers Toward Goal Achievement.
By

Patricia Barrack Brater
1983

Chairmen: Robert Rothberg & Ted Urich
Department: Administration & Supervision
he purpose of this study was to assist in the program evaluation
process by comparing perceptions of Specific Learning Disabilities
teachers with Exceptional Education lead teachers toward indicators of
goal achievement.
The procedures employed in the study involved a review of the liierature, and the design, field testing, and utilization of the Goal Achievement Instrument. Data was obtained from the 111 teacher questionnaires and the 111 questionnaires were completed by lead teachers who
rated individual teacher performance of goal indicators. Analysis of
variance was utilized to determine whether there were differences in
ratings between the groups. A follow-up study was completed to determine goal achievement indicators which might have been overlooked in
he goal achievement indicator development process.

1. There were significant differences in responses between resource
Specific Learning Disabilities teachers and lead teachers, indicating that
data from neither group should be used in isolation to determine levels
of goal achievement.

2. There were no significant differences between self-contained,
elementary, and secondary Specific Learning Disabilities teachers when
each group's ratings were compared to lead teacher ratings. This indicated that ~ither teachers or lead teachers could be used to determine
levels of goal achievement for these groups of teachers.
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3. Teachers in all groups were achieving goals at a satisfactory level, as
perceived by teachers and by lead teachers.

4. Several additional items were developed and recommended for
inclusion to the Goal Achievement Instrument before use in the formal
program evaluation process.
n-service programs for teachers, guidance committee act1v1t1es,
strong financial support to the classes, and the positive au· ude of
teachers may have been important factors in leading to the high performance levels achieved by Specific Learning Disabilities teachers in Brevard County, Florida.

The Effect of the Individualized Manpower Training System
lnstructio Program in Basic Math Skills on the Achievement Level and
Dropout and Failure Rate of Mathematics of Business Students at
Daytona Beach Community Col ege
By

Kathleen Noble Miller
1983
Chairmen: Ernest Miller and Joe Cook
Department: Curriculum & Instruction
The purpose of this study was to determine if requ r ng business
ma hematics students at Daytona Beach Community College (DBCC) to
participate in a remedial mathematics program would increase their
achievement level and decrease the failure and dropoui rate.
The 80 students enrolled in business mathemat·cs who scored at the 9.9
grade level or below on the Test of Adult Basic Education (TABE),. math
fundamentals section, adapted from the California Achievement Test,
1967 edition, participated in the experiment. A posttest only contro
group design with randomization was developed. The 80 students were
randomly divided into two groups. The treatment group participated in
the Individualized Manpower Training System (IMTS) remedial program;
the control group did not. Three achievement tests were developed,
validated and administered to the students ·n both groups.
The Finn Multivariate statistical program for multivariate analysis of
variance (MANOV A) and the SPSS statistical program for one-way
analysis of variance (ANOVA) were used to determine if no significant
difference existed at the 0.05 level between the achievement levels of
students who receive remedial instruction and those who did not. The
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scores from the three achievement tests were analyzed. The resu lts of the
MANOVA and ANOVA procedures indicated that the achievement level
of the treatment group was significantly higher than the achievement
level of the control group, and that the effects of the three achievement
tests within each group were interacting.
The SPSS program for chi square was used to determine if there were
no significant differences between the number of students in the
treatment group and control group who passed, failed or dropped the
course. The computed chi square was not significant at the 0.05 level.
~ uas, n .s.ignific nt differences existed between the number of students
control group who passed, failed or dropped the

The conclusions drawn from the findings include:

1. Requiring business mathematics students at DBCC to participate in
the IMTS diagnostic/prescriptive remedial program in business math-

ematics will raise their achievement level.
2. The IMTS remedial program in basic mathematics skills is not likely

to significantly reduce the failure or dropout rate of business mathematics stude ts at DBCC.

Spanish Language Learning as a Determinant of Knowledge of
Hispanic Culture in Secondary Schools

Carl R. Baldo
1984
Chairmen: David Mealor and Joe Cook
Department: Curriculum & Instruction

The purpose of the study was to determine if the learning of the
Spanish language is a determinant of knowledge of Hispan·c culture in
secondary schools.
The consulted literature provided a dichotomy of opinion regarding
the generally accepted statement that foreign language instruction does
automatically aff rd students an opportunity to become aware of the
cultural aspects of the targeted group in comparison to students who had
never studied a foreign language. However, the literature also indicated
that this assumption has not been substantiated by research.
A total of 408 students (204 Spanish language students and 204 nonSpanish language students) from eight high schools in Brevard County,
Florida, were se lected to participate in the study. Ha lf of these students
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had attended a minimum of two years and a maximum of three years of
Spanish language classes. There was no attempt to control for sex, race,
age, socio-economic status or measured intelligence. Since an appropriate commercial instrument to measure the intended goal was not
located, the writer designed a data collection instrument. The instrument
was validated by standard statistical procedure.
The researcher found that no significant difference in knowledge of
Hispanic culture existed between students in Spanish language classes
and students ·n non-Spanish language classes. However, a significant
difference did exist in knowledge of Hispanic culture between Spanish II
and Spanish Ill students. Students in Spanish I language classes scored
cons·stently higher than students in Spanish II language classes. twas
a so evident that when students in Spanish 11 were parcelled out and
Spanish Ill students' performance on the test was compared with nonSpanish language students there was a significant difference in favor of
Spanish I language students.
Recommendations that a careful analysis of the Spanish anguage
curriculum be undertaken and that there be developed and implemented cultural component objectives starting with the Spanish I course
were among those growing out of the study.

Job Satisfaction Among Principals in Selected School
Districts in Central Florida

Mary Helen Callarman
1984
Chairmen: Robert Rothberg and Don Weppner
Department: Administration & Supervision

This study examined job satisfaction as it affected principals of large
and small high schools and middle/junior high schools on the
dimensions of work, pay, promotion, supervision, and co-workers.
More specifically, 125 principals ·n selected school districts of Central
Florida were asked to complete the Job Descriptive Index (JD1) to
determine if there is a difference in the levels of satisfaction among and
between the levels of principalship and size of school.
The statistically significant conclusions drawn from the data were:
1. Principals of large schools were more satisfied than principals of

small schools on the dimension of promotion.
2. Principals of large middle/jun·or high schools were more satisfied
on the dimensions of promotion, supervision, and co-workers than
principals of small middle/junior high schools.
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3. Principals of large middle/junior high schools were more satisfied
on the supervision dimension than those of large high schools.
4. Principals of small high schools were more satisfied than principals
of small middle/junior high schools on the promot·on and co-worker
dimensions.
Perhaps the most important conclusion drawn from this research is
that principals at all levels in large and small schools alike are more
satisfied with those dimensions of the job over which they have some
control and that pertain to interpersonal relations-co-workers, superd he work· self-and are least satisfied with those dimensions
e
a e
e or no control-pay and promotion.

The Oetermina ion of Instructional S aff Concerns
About Navy Training Devices
William F. Cavitt
1984
Chairmen: Robert Wiegman and Tom Harrow
Department: Administration & Supervision

An effective formative evaluation process to determine instructional
personne l concerns about train ing devices is needed. Knowledge of
these concerns will allow managers to take appropriate action to
improve device use. This study was designed to describe Navy instructional personnel concerns abou training devices and present interventions to improve attitudes about these devices. The instruments used
were a Stages of Concern Questionnaire (SoCQ) modified from the
SoCQ originally developed by Gene E. Hall and his associates at the
University of Texas at Austin, and a Stages of Concern Intervention
Survey (SoCIS) developed for this study. Validity and reliability coefficients were calculated for both instruments prior to their use in the

study.
Using the SoCQ, 116 Navy instructional personnel a three locations
were surveyed about five training devices. One hundred five personnel
surveyed responded, equalling a 90% return rate. This survey indicated
that individuals' rank/rate, age, and number of instructor duty tours
have little influence on concerns about training devices.
Whereas, various factors appear to enhance an individuals' attitude
toward the devices' ability to improve training. These enhancement
factors are: time as a Navy educator, educational degrees, time at
present school, time associated with a device and formal training on a
device. There was little difference detected in instructor and ad-
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ministrator concerns about training devices.
One hundred Navy instructional personnel were surveyed to determine which interventions were perceived as effective in changing
attitudes about training devices. Eighty-one percent of the questionnaires were returned. Various interventions were perceived effective in
chang·ng attitudes about training devices and were presented in this
study.
nterventions were perceived as having differential impact depending
upon whether the instructional personnel had high self., high task, or low
impact concerns. It was concluded that the revised SoCQ provided valid
and reliable stages of concerns of Naval instructional personnel. he
information was judged to be useful in designing strategies to improve
the acceptance and utilization of an instructional device. It was also
concluded that the patterns of concerns expressed by Navy instructional
persor.nel are generally similar to patterns expressed by other educators.
The key exception is that Navy instructional personnel displayed lower
concerns in the area of management.

Articulation in the Bilogical and Physical Sciences
between the University of Central Florida
and Valencia Community College
Thomas John Flagg
1984
Chairmen: John Armstrong and Herbert Stewart
Department: Curriculum & Instruction
Valencia Community College (VCC) transfer and University of Central
Florida (UCF) native students majoring in biological or phys·cal science
from 1976-1980 were compared. Comparisons included upper division
GPA and course hours completed for BS Degreed students, lower and
upper d·vision GPA for all students, dropout data, and retaking of core
curriculum courses.
Means, standard deviations, and tests were
utilized. Equated via standardized tests, VCC and UCF student transcr"pts
produced raw data for each comparison.
Of twenty analyses, only three proved significant: (1) lower division
GPA for Category 2 (below population mean) biology majors; (2) upper
divis·on hours completed for Category 1 (above population mean)
physical science majors; (3) hours completed at dropout for Category 2
biology majors. In the 17 other areas of analysis there was no significant
difference between transfer and native students.
Transfer shock is a reality for VCC students majoring in natural
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sciences. Strong counseling efforts at VCC should be directed at
potential biology majors who score below the population mean on
standardized tests. Warnings and/or recommendations concerning the
rigors of science majors would benefit these students educationally and
financially.

A Study of the Effects of the
Staff Development Center at Valencia Community College
o Faculty Awareness and Use of Educational
Concepts, Media Materials, and Testing Strategies
Donna A. Nickel
1984
Chairmen: Robert Rothberg and Joe Cook
Department: Curriculum & Instruction
The Curriculum and nstructional Development Center at Valencia
Community College was established through funding under the
Advanced Institutional Development Program - Title 11 from 1977 to
1981. This study measures he awareness and use of educational
concepts, media materials, and esting strategies among the full-time
faculty who were teaching at the college in 1977. T ose faculty members
who participa ed in the Curriculum and Instructional Development
Center completed the Survey a second time at the beginning of the
year's experience in January and again at the end of the year's
experience in December. n January 1982, at the completion of the
project, only those full- ime faculty members who had been full-time
faculty members in 1977, who were still at the college and who chose not
to participate in this Curriculum and Instructional Development Center
completed the questionnaire. The effects of the year's experience on
those who chose to participate is compared with the growth and change
among nonparticipants.

Faculty Contributors to this Issue
Virginia Barr-Johnson is a Professor in Educational Foundations, with a
specialization in Visual Arts. She earned the Ph.D.
from Florida State University and joined the UCF
faculty in 1971. Before coming to UCF, s~e was an
instructor at Rollins College, an art supervisor in
Wheaton, Illinois and fashion designer.
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Mar ha Leu Bell rs an Assistant Professor in the Educational Services,
Department, specializing in Exceptional Education.
She earned the Ph.D. from University of Florida
and joined the UCF faculty in 1981. Formerly, she
was a speech therapist in Atlanta, Georgia.
Wentworth Clarke is a Professor in Instructional Programs with a
specialization in Secondary Social Studies. He
earned his Ed.D. from University of Nebraska and
joined the UCF faculty in 1970. Previously, he
served as the Director of Social Sciences in Portland,
Maine, Cedar Rapids, Iowa, and Lincoln, Nebraska.
Richard Cornell is an Assistant Professor in Educationa Services, specializing in Instructional Media. He received his Ed.D.
from Nova University and joined the UCF faculty in
1968. Prior to his employment at UCF, he was
employed by the American Assoc iation of Colleges
of Teacher Education in Washington, D.C.
William Esler is a Professor and Chairman of Educational Foundations. He
earned his Ph.D. from Kent State University and
joined the UCF faculty in 1968. Before coming to
UCF, he taught mathematics and science in the
public schools of Akron, Ohio.
Frederick Green is a Professor in the Instructional Programs Department,
with a specialization in Elementary Social Science.
He received his Ed.D. from Ball State University and
joined the UCF faculty in 1970. Prior to joining UCF,
he was an Assistant Professor of History at Ball State,
and an elementary teacher in Fort Wayne, Indiana.
Larry Hudson 1s an Assistant Professor in Instructional Programs.
is
specialization is Health Occupations. He received
his Ph.D. from the University of Iowa and joined
the UCF faculty in ·1981. Previously he served as a
clinical instructor in respiratory therapy in Iowa,
Texas and Kentucky.
Roberta Marowitz is an Assistant Professor in Educational Serv·ces,
specializing in Counseling. She received her Ed.D.
from The George Washington University and joined
UCF in 1982. Prior to coming to UCF, she served as
an area coordinator, resident di rector, and assistant
lecturer at The George Washington University.
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Elizabeth McAllister is an Assistant Professor in Instructional Programs,
specializing in Reading .. She received h er Ed.D.
from University of Florida in 1981 . Previously she
served as a cur' iculum resource teacher and an
elementary classroom teacher in Orange County

Schooll,s, Ff1orida.
Nancy McGee is an Assoc iate Professor in Instructional Programs. Her
area of specia l ization is English . She received her
Ed.D. from Flor.i da Atlandc University and joined
the UCF staff in 1968. Prior to com .i ng to UCF she
taught English and social stud :i es i:n UHnois and
Flor.i da.
1

Robert Rothberg is a Professor in Educational Services, with specia lization
in Administration/Supervision. He received his
Ed.D. f:ro :m . Florida State University and joined UCF
in 1968. Previouslly, he taught at The Liffiversity of
Miami and was a physical education teacher 1n
junior and senior high schools in Florida.

Steven Sorg is an Assistant

rofessor of Instructional Programs. His
specialization i:s vocational education. He received
his Ph.D .. from Flori'da State Univers:ity. Prior to
joining UCF in 1978,. he taught in the public schools
of Leon and Pinellas Counties, Florida

Marcella Kysilka is a Professor of Educational Foundations specializing in
gifted education and general methodology. She
received her Ph . D. from The Uni'Versity of Texas at
Austin and joined the UC:F facuhy in 1969. Prior to
coming to UCF she taught m.athematics in Parma,
Ohio and Brevard County, Florida.
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